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Abstract 
This study explores the implementation of the communicative approach (CA) to English 
second language progress testing in an African secondary school which falls under the 
Eastern Cape Department of Education. 
The goal of the research is to establish how teachers access, conceptualise, and apply the 
CA to language testing in their specific working conditions. 
The report of the findings of the research reveals that teachers' understanding of the CA 
to testing differs from that of the linguists, curriculum designers, innovators, and syllabus 
writers. This is caused by a combination of factors including teachers' poor working 
conditions, the lack of focused pre-service training and effective in-service structures for 
their empowennent as the agents of innovation, coupled with the poor circulation and a 
lack of clarity in official documents on the CA to language testing. 
These constraints made it impossible for teachers to implement the CA to language 
testing. In order to carry on with their work, however, teachers developed coping 
strategies by drawing, probably unconsciously, on a mixture of structuralist, 
sociolinguistic-psycholinguistic, communicative and any other testing practices they may 
have acquired during their years of service. 
Although based only on one school, the findings of this study indicate that for 
fundamental innovations such as the CA to take root, there is a need for the adoption of 
more dedicated, reflective implementation strategies involving proper planning and 
monitoring, as well as evaluation and re-evaluation of the entire process. This necessarily 
slow process must go hand-in-hand with a dedicated pre-service and in-service 
empowennent program based on consultative communication between innovator and 
agent; and a persuasive education/re-education approach which will encourage teachers to 
change their entrenched practices. 
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GLOSSARY 
I - Interviewer 
T - Teacher (any of the four) 
CA - Communicative Approach 
CE - Continuous Evaluation 
CLT - Communicative Language Teaching 
OBE - Outcomes Based Education 
EDO - Education Development Officer 
MEC - Member of Executive Council 
GET - General Education and Training 
FET - Further Education and Training 
HET - Higher Education and Training 
GCE - General Education Certificate 
HOD - Head of Department 
ESL - English Second Language 
SLT - Second Language Teaching 
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CHAPTER ONE 
INTRODUCTION 
1.1 AIMS OF THE RESEARCH 
This research project examines teachers' practices in English Second Language (ESL) 
progress testing, in an African secondary school in the Eastern Cape Department of 
Education. The general aim of the study is to assess teachers' awareness, understanding 
and application of the communicative approach (CA) to language testing by, firstly, 
looking at the sources of information about the communicative approach to language 
testing available to the classroom teacher. These include the available body of theoretical 
information about the approach, the ESL syllabus, the guideline document to the 
Communicative Language Teaching (CLT) approach, and the in-service facilitator 
programmes available. Secondly, teachers' second language progress tests are analysed in 
terms of the tenets of the CA to language testing. The steps taken in order to achieve the 
aim of the study therefore include the following: 
(a) examination of the sources of information about the CA to language 
testing; assessment of how these facilitate teachers' access to and 
understanding of the approach and its application to their working 
conditions; 
(b) observation of the actual process of administering tests in the five 
streams of the class studied - grade ten - in a single school; 
(c) collection of samples of different tests written in the different 
streams of the class studied, and analysis of the tests for syllabus 
requirements and tenets of the CA to language testing; 
(d) analysis, with teachers' permission, of a sample of marked scripts, 
marking schemes, and mark lists to ascertain the scoring system 
used in these tests; 
(e) interviews with teachers to elicit responses about the types of 
questions asked, and how and why they are asked; 
(f) making comparisons between information obtained from 
observation, question paper analysis, and recorded interviews, and 
finally, 
(g) writing a critical, descriptive and interpretive account of the whole 
phenomenon based on the procedures specified above. 
1.2 The study in context 
1.2.1 Recent theoretical developments in applied linguistics 
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The last twenty-five years have witnessed radical changes in the field of language testing 
(Bachman 1990). These were triggered by changes taking place in related fields a few 
years earlier. In the linguistics field, for example, there has been a shift of emphasis from 
the Chomsky an view of language as structure and form (Chomsky 1973) to the view of 
language as functional and communicative (Widdowson 1978, Brumfit 1980). In the 
language teaching field there has been a movement from approaches that focused on 
language as formal structure and on "learning as facilitated by explicit formal instruction" 
(Bachman 1990:296) -- the Grammar Translation, and the Audio-Lingual methods, for 
example (Richards & Schimidt 1983 and Larsen-Freeman 1986) -- to approaches that 
emphasise language as communication and recognise the potential for learning and 
acquisition through "communicative language use" (Bachman 1990:296). 
These broader views about the nature of language, language use, language teaching, 
learning and acquisition have widened the scope of language testing (Bachman 1990). 
There has been a need for communicative language testing to address new content areas 
such as sociolinguistic appropriateness rules, for new testing fonnats to pennit and 
encourage creative, open-ended and critical language use and interpersonal interaction in 
authentic situations, and for new scoring procedures which allow for more subjective 
judgement (Oller 1979:7-8; Canale 1983:79; Bachman 1990:296). 
1.2.2 The significance of the new language theories for teaching in South Africa 
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In South Africa, the new theoretical orientations have led to the adoption and introduction 
of two consecutive English second language syllabuses, implemented in 1986 and 1996 
respectively, for grades 10-12. These two syllabuses have promoted the communicative 
approach to language teaching, learning, and evaluation. However, Gough (1992:8) has 
raised the concern that there is a striking gap between the syllabus design and its 
implementation and evaluation. By examining the ESL syllabus, this study attempts to 
understand the phenomenon of the gap between the syllabus design and language testing 
procedures. 
1.2.3 New developments on the political scene 
In South Africa, the last decade of the twentieth century has witnessed a host of radical 
political changes, notably the demise of the apartheid regime and the inception of a new 
process of democratisation in all aspects of South African life. 
In the educational domain, the ANC-led government of National Unity has instituted a 
new Schools Act (1996) which entrenches the fundamental principles of non-racism, non-
sexism, democracy, unity, and historical redress. In the wider educational community in 
South Africa, these principles are expected to bring about "equity and justice" (Peirce 
1992:64) in pedagogical and assessment practices. And it is partly in pursuit of this equity 
and justice that the ANC government has declared eleven official languages, and equal 
multilingual and multicultural education for all (Constitution Act 1996). 
1.2.4 New Education Departments in South Africa 
The recent political changes in the country have also affected educational organisation, 
management and practice in ways that need to be noted for the proper understanding of 
the context of this research. New education departments, with new boundaries and new 
functional and role descriptions have come into existence. 
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There are now only nine provincial education departments plus one state department of 
education. The latter, under the national Minister of Education, sets norms, standards and 
guidelines which must be adhered to nation-wide, while the provinces retain a degree of 
self-determination which gives them a greater say in their educational affairs than was 
previously the case. 
The school remains the smallest unit of the provincial educational establishment. It is 
controlled by a council comprising the school governors and the principal. The latter is 
accountable to the Education Development Officer (EDO) who controls a number of 
schools within a larger unit known as a circuit. The EDO is accountable to the District 
Manager, who controls an educational district composed of several circuits. A certain 
number of districts constitutes a region under the Regional Director, who is accountable 
to the provincial Member of the Executive Council (MEC) for Education through the 
permanent Secretary for Education. The chain of command eventually reaches the 
National Minister of Education, and ultimately the President of the Republic. 
1.2.5 The Eastern Cape Department of Education 
The Eastern Cape Department of Education, under which this study was conducted, is one 
of the nine provincial departments of education in the country. It is divided into seven 
regions, each of which has six districts. Each district is sub-divided into six circuits and 
the number of schools in a circuit varies according to the demographic and socio-
economic profile of the area. Considerations of administrative access were paramount in 
determining the sizes of circuits. 
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The individual schools in the circuits have also undergone a number of changes. Of 
particular significance for this study are the phase and level designation systems 
(Circulars 36/97; 38/97; 39/97). The old five-phase designation system covering both 
formal and tertiary education -- junior primary, senior primary, junior secondary, senior 
secondary and tertiary education -- has been replaced by a new designation system 
consisting of three bands. These are General Education and Training (GET), covering the 
first nine years of schooling; Further Education and Training (FET), covering the last 
three years of formal education; and Higher Education and Training (HET) , covering all 
post-formal education. The General Education and Training band is subdivided into three 
phases: a Foundation Phase (first three years of schooling), an Intermediate Phase (years 
4-6), and a Senior Phase (years 7-9). According to Curriculum 2005, which is designed 
according to the principles of Outcomes Based Education (OBE), the state will provide 
free and compulsory education only up to the end of the General Education and Training 
band (the first nine years of schooling). 
With regard to school level designation, all school levels falling under GET and FET are 
designated "Grades". Thus the first year of formal schooling is referred to as grade 1 
(former sub A), and the last year of formal schooling is referred to as grade 12 (former 
standard 1 0). According to official departmental regulations, educational institutions are 
required to apply the level designations as of the date of the last circular mentioned above 
(39/97). For some time already, forward-looking textbook and study materials writers and 
academics have been using the new phase and level designations. 
1.2.6 Delineation of the field of study 
This study was carried out in the Alexandria circuit no. 6, in the Grahamstown district 
which falls under the Western Region of the Eastern Cape Department of Education. The 
Alexandria circuit has fifty schools in all, of which five are grade 12 secondary schools, 
two grade 9 secondary schools, thirty-five farm primary schools, one private missionary 
farm primary school, and seven public primary schools. Out of a total of 10 009 pupils 
attending these schools, 3 531 are at secondary school level. 
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The schools draw the majority of their pupils from the 208 commercial farms in 
Alexandria where Afrikaans is the main language used in the work place. Thus the pupils 
in this area grow up speaking Xhosa as their first language, and hearing and 
understanding Afrikaans. English assumes prominance as a necessary school subject in the 
first three years of schooling and eventually rises to a position of dominance as a medium 
of instruction and evaluation in schools and colleges; it is also the major language of 
access and mobility in the wider society (De Klerk and Bosch 1994). In this situation the 
parents, the teachers and the pupils find it useful to develop strategies for working 
towards some form of functional individual multilingualism. 
This study covered only one senior secondary school out of five in the circuit, for two 
major reasons. First, the research is educational ethnographic case study; that is, it is a 
small-scale, in-depth study of teachers' testing practices, a subject requiring close 
observation over some time (Spindler 1982; Watson-Geogeo 1988). A larger group of 
teachers spread over a more extensive area would not have been a practicable proposition. 
Secondly, the school focused on in this study is in many ways representative of similar 
schools, not only in the circuit but also in the district and entire province. The basis of 
this claim is two-fold: the five years' experience of the author as an English second-
language teacher in the former Ciskei and Transkei, and a pilot study, which covered 
three circuits in the education district of the current study (Ssemakalu 1996), both provide 
evidence that secondary schools traditionally attended by Black pupils, and formerly 
falling under the defunct Department of Education and Training (DET), are similar in at 
least the following ways: the low-income backgrounds of students, the poor school 
education and college training of teachers, under-staffing, large classes, poor physical 
structures and a lack of material equipment, irregular teacher and student attendance, 
wide service areas for single schools, and poor transport. 
According to Stenhouse (1984), case study information is generalis able if in the 
judgmental comparison of readers the case being described is similar to another. On these 
grounds it is hoped that information obtained from this study, based on one school, will 
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be reflective of the situation obtaining in similar schools in the province. 
The study examined the language progress testing practices of only grade ten teachers of 
ESL. The choice of this class was inspired by a few important considerations: firstly, the 
researcher, who is also an ESL teacher and Head of Department (HOD) of English in the 
same school, did not have English classes in the grade. The choice thus sought to counter 
the researcher subjectivity and bias which might result from researching one's own work. 
Secondly, because of its level within the recent designation system, grade ten seemed to 
be the most suitable class for a study of this nature. Prior to 1992, grade ten formed the 
highest level of the junior secondary phase, now part of the GET band, and pupils at this 
stage were required to write an external examination for the award of the General 
Education Certificate (GEC). In 1992 the GEC was scrapped, and grade ten was shifted 
to form the first of the three levels of the senior secondary phase, now the FET band. 
In 1996, a separate revised ESL syllabus based on the CA to SLT and evaluation was 
implemented for this group of young adults who, at least in principle, should range 
between the ages of 15 and 18. It was hoped that by examining the language progress 
testing practices of teachers in the first grade of the final formal education phase the 
author would gain the desired insight into teachers' conceptualization and implementation 
of the recommended approach, the problems they experienced, and as Maley (1986) puts 
it, the strategies they developed to go on in spite of the problems. It was also hoped that 
the critical interpretive and descriptive report resulting from the study might provide 
suggestions for improvement, which could be used to inform future in-service and 
facilitator programmes organised for all ESL teachers serving at this level. 
1.3 Narrowing the area of focus 
1.3.1 Definition of language tests 
For many educated people and educators, a language test is understood as a written 
device, in a classroom context, which tries to assess how much has been learned on a 
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language course or some part of the course (Oller 1979:2). This, however, describes only 
one form of language tests. 
For applied linguists and researchers, language testing represents a large industry, 
consisting of a variety of complex enterprises (Spolsky 1968). Oller (1979) has observed 
that there are in fact language elements in all tests, whether these are language or content 
tests. This kind of situation dictates the need to define the scope of a small-scale and 
focused piece of research such as the present one. 
In spelling out the distinction between language tests per se and other tests, Bachman 
(1990) has asserted that the uniqueness of language tests resides in the fact that language 
constitutes both the "tool and object" of testing in language tests. In educational 
measurement in general, language is used as a tool to measure a specifiable object other 
than language, e.g. language may be used to elicit or express data, facts, responses, 
personality traits, attitudes, concepts or whatever the object of testing might be. In 
language tests, where the "tool" and "object" of testing are the same, emphasis is put on 
language or language ability as the "object" of testing. 
The different language abilities tested are spelled out by Oller (1979:3) as relating to, 
among other things, "progress and achievement testing, intelligence and aptitude 
measument". The different forms these tests can take include "spoken, heard, read, 
written or merely thought, or some combination of these . . . in a formal or informal 
situation" (Oller 1979:5). 
This study focused on the formally written language tasks in which teachers tested the 
progress of the "communicative competence" (this concept being used in the broadest 
sense) of their pupils. Because even this domain is too broad and complex to be covered 
in a single research project, this study approached language progress tests from only three 
main vantage points, which were considered to be of crucial significance to regular testing 
practices in a classroom situation. Thus, firstly, language tests were examined as tests per 
se, in which case questions of validity, reliability, practicality, and wash-back or 
instructional value were considered (Oller 1979). 
Secondly, language progress tests were considered from the point of view of the learners 
themselves. The questions asked in this case sought to establish whether the tests, 
although in a written form only, offered learners opportunities to use language creatively 
and critically, and in accordance with the socio-linguistic norms of appropriacy (Oller 
1979; Canale 1983; Bachman 1990; Singh 1994;); whether they provided open-ended 
questions which allowed learners to express their informal schemata (Carroll 1983; 
Barkhuizen 1993); and whether they encouraged learners to demonstrate, exercise, 
challenge and enhance their cognitive ability (Piaget 1952; Vygotsky 1978, Peirce 1992). 
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Thirdly, language progress tests were examined for their appropriateness in assessing the 
grammatical competence of pupils. Grammatical competence is recognised in the 
communicative paradigm as an important strand which provides the foundation of 
meaningful communication, and Thompson (1996: 10) has warned against "the most 
persistent misconception" of over-stressing the teaching of functional skills -- e.g. making 
a telephone call to book a hotel room or scanning a text to extract specific information --
at the expense of knowledge of the underlying language structures needed to actually 
perform these functions. 
In addition to these three angles of approach to language progress test analysis, the actual 
set tests were examined for qualities that might affect the performance of learners, 
including syntactical clarity, simplicity, and accuracy; lexical appropriateness, question 
length, clarity of instructions, layout, and familiarity with the genres of texts used 
(Barkhuizen 1993). 
1.3.2 The case for language progress tests 
The use of language progress tests in trying to achieve the aims of the study was based on 
their specific properties: 
(i) they are "designed, constructed and used" (Allen and Davies 1977:42) by 
the teachers themselves, who are the implementers of theoretical 
innovations underpinning classroom practice, e.g. the CA; 
(ii) they are used by the teachers "to find out how well the students have 
mastered the language areas and skills which have just been taught" 
(Heaton 1990: 8); 
(iii) they constitute the class record which is used together with the final year 
scores for promotion purposes (Bachman 1990:226); 
(iv) in addition, they provide data which can be used to evaluate the 
effectiveness of the teaching/testing methods used. 
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Thus these language tests can be used to gain insight into the language areas the teachers 
have taught, the teaching methodologies they use, their conceptualisation of language, 
language teaching/learning and acquisition, language testing/evaluation, and their criteria 
of what constitutes success in these areas. 
1.3.3 The Department's conceptualisation of language progress tests 
Although the foregoing description of language progress tests is acceptable by educational 
theorists, practioners and administrators, the last mentioned, in translating the foregoing 
conceptualisation of these tests into practical guidelines for the teachers, tend to stress one 
function of these tests at the expense of the others. It is believed by the departmental 
authorities that in order to serve as part of the final year assessment, progress tests should 
be written monthly. And in the particular case of language progress tests, a monthly test is 
expected to look as a micro-sample of the final year examination i.e. testing several areas 
of language e.g. grammar, composition, comprehension, and possibly literature every time 
a monthly test is written. 
1.3.4 Structure of the thesis 
The content of this thesis is organised as follows: In chapter one the general aim of the study 
is stated -- to assess teachers conceptualisation and implementation of the CA to language 
testing by examining the official documents for clarity about the approach, and analysing 
teachers' language progress testing documents for evidence of the CA to language testing. 
The chapter then outlines the theoretical developments in linguistics leading to the CA and 
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its application to teaching and testing, suggests the significance of these developments for 
educational transformation within a rapidly changing South African society, and contrasts 
them with the concrete situation obtaining in the specific context of this study. The chapter 
closes with a theoretical account of language tests in general and progress tests in particular. 
Chapter two begins with the definition of terms. This constitutes a mUltiple and tentative 
framework of specialised conceptual referencing which makes it difficult enough for experts 
to discuss language testing issues, not to mention the understanding of these by the field 
practitioners. The various uses of language progress tests are then outlined, followed by a 
detailed, chronological critical review of the theoretical approaches leading to the CA to 
language testing, and finally, a discussion of the essential requirements for tests in the 
communicative paradigm. 
The research theory and methods of ethnographic case studies, within the educational context, 
are discussed in chapter three. In keeping with the protocols of ethnographic research, also 
discussed are the limitations of the data collection techniques, problems experienced during 
field work (Smith 1996), problems relating to researcher subjectivity, and ethical issues 
(Stenhouse 1987, Cohen and Manion 1989). In the interests of transparency, copies of the 
research report and open discussion of the findings are pledged to all parties in the 
researched community. 
In chapter four the data collection process is described, and the data is analysed and 
interpreted within the framework of the theory and methodology outlined in chapters two and 
three. In chapter five the findings are discussed and applied, and conclusions are drawn. In 
brief, these are that the teachers' conceptualisation of the CA differed from that of the 
linguists, curriculum designers and syllabus writers; owing to inadequate pre-service training 
and a lack of support structures, coupled with hard working conditions, teachers were not 
implementing the CA to language testing. Finally, certain recommendations are made, the 
limitations of the study are acknowledged, and further areas for study are projected. 
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CHAPTER TWO 
THE THEORY OF LANGUAGE TESTING 
2.1.1 INTRODUCTION 
Language testing, as Palmer et al has observed (1981), is such a broad and complex 
multitrait-multimethod field of study that to be meaningful, a small-scale study such as 
this should maintain a steady focus on and even re-state its aims and goals at every major 
stage in its unfolding. This approach will help both author and reader to keep track of the 
factors relevant to the research question, distinguishing them from a multiplicity of others 
which in the broader language testing field intimately and intricately overlap, interrelate 
with and affect one another in ways that are difficult to specify and measure. 
Hence it is considered useful for a small-scale study in the language testing field, in 
defining its area of focus, to pose and answer at least four major questions of practical 
import. These questions concern, first, the purpose for the language tests under 
consideration; secondly, the context in which the testing is taking place; thirdly, the 
nature of the language abilities to be measured; and lastly, the testing procedures used to 
elicit and measure the target language abilities (Bachman 1990). 
In this study, these questions were addressed in the general introductory chapter. To 
recapitulate: the language tests dealt with in this study are those set by teachers to 
measure pupils' progress in the acquisition of communicative competence in ESL in a 
classroom context in a particular secondary school. The testing technique used is the 
formally written language test, in different formats. Of particular concern to this study are 
the problems identified by Barkhuizen (1993) as responsible for the pupils' poor 
performance in language tests (see 1.3.1). 
This chapter attempts a critical review of theoretical thinking about language testing in 
relation to the questions posed above. The main aim is to highlight major approaches to 
language testing prior and leading to the popular communicative approach to testing, 
which is this project's major object of study. The major forerunners to the CA to 
language testing are the structuralist approach, with its analytical, discrete-point test 
formats (Davies 1978), and the psycho linguistic-sociolinguistic approach advocating an 
integrative method of testing (Oller (1979). 
It must be acknowledged from the outset that one of the major problems in pure and 
applied language studies is the lack of a precise, unified framework for conceptual 
referencing (Easterman 1992). Hence, especially in the language testing field, authors 
concerned with clarity and precision define each and every technical concept before they 
use it. Bachman (1990) is a case in point. Yet these commendable efforts remain 
beleaguered by ambivalence and ambiguity since they have not been given collective 
recognition and expression. In striking contrast to Easterman (1992) are other scholars 
who introduce and use technical terms without bothering to explain them, for example 
Weir (1993). In order to make the following discussion as clear as possible, working 
definitions of key terms are supplied, on the understanding that, in the circumstances, 
they must be somewhat tentative. 
2.2 Definition of Terms 
Evaluation, Measurement and Test 
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In this study, the term that stands in greatest need of conceptualisation is "test". But since 
in much of the literature on language testing this term appears alongside and is sometimes 
used synonymously with the other terms, I concur with Bachman (1990) that the 
distinctive characterisation of these companion terms, however marginal, is vital to a full 
understanding of the debate about language tests. 
2.2.1 Evaluation 
Bachman (1990:26) has defined evaluation as ~'the systematic gathering of information for 
purposes of making decisions." Sometimes the evaluative information may be quantified, 
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as in the case of ratings and test scores often used to make decisions about the selection, 
placement, and progress of individual pupils. But evaluative information as such need not 
be derived from tests, and may not necessarily be quantified. In the same way, test 
information, although always quantified, need not, per se, be evaluative: for example, 
non-test verbal descriptions of overall impression may provide important information for 
evaluating individuals' language potential (ibid). 
2.2.2 ~easureunent 
The following definition of measurement has been adopted from Allen and Davies (1977) 
and Bachman (1990). According to these scholars, measurement consists in assigning 
theoretical mathematical models to objects and events with the aim of finding out more 
about them. In the language testing field this involves the quantification of observations of 
individuals' behaviour or characteristics according to explicit procedures and rules. For 
measurement purposes, observations may be obtained in a variety of ways, one of which 
is the direct, formal, controlled and focused approach of testing. Other types of 
measurement include a naturalistic approach to data collection, over a long period of 
time, such as that used in teachers' rankings and grading, or through a direct, informal 
and uncontrolled contact between subject and observer. 
Observations are quantified according to four types of measurement scale: ordinal, 
interval, nominal and ratio (Allen and Davies 1977; Oller 1979; Bachman 1990; Heaton 
1990). In the testing field in general, all may be used, but for the purpose of this study, 
only the first two are described because of their vital importance in language progress 
tests. 
The ordinal scale, as the name suggests, relates to an "ordering process" of observations 
(Bachman 1990:28). It is the one most used by teachers in grading, when they compile 
merit schedules ranking pupils "first", "second", "third", etc., according to some attribute 
or ability (Allen and Davies 1977). 
"Equal interval" is the most characteristic property of the interval scale. With this scale 
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different levels of ability are allocated numbers in such a way that the distances or 
intervals between them are equal (Bachman 1990:28; Alle!!and Davies 1977:13-14) The 
second property of the interval scale is "ordering": After levels have been allocated 
numbers, they may be ordered in the desired ascending or descending order. It is this 
"ordering" property that forms the basis for teachers' rankings and grading in the ordinal 
scale. Figure 2.1 below illustrates the "equal interval" and "ordering" properties of the 
interval scale (see the test score axis). 
First 
Ordinal scale 
(ranking) 
'Second ... -
Third -t - - - -
I 
Fourth -t -
Interval scale 
(test score) 
- - - - - - I- 90 
_ - - I- 80 
I 
- - I- 65 
_ - t- 60 
I 
Fifth 
~ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ - - - - t~ 30 
I 
;igure 2.:1 Comparison between ordinal and interval scales (B a c h man 1990) 
The statistics appropriate to the interval scale are called "parametric statistics" (Allen and 
Davies 1977: 14). These are often used by teachers to do the necessary calculations of 
totals, percentiles, means, etc., on the basis of which teachers, parents, and test users 
make evaluative statements and decisions about pupils. The major difference between the 
ordinal and interval scales is also illustrated in figure 2.1 above. 
In the illustration, the test score axis on the interval scale indicates that the testees are not 
equally distant from each other on the ability measured. The ranking on the ordinal scale 
however, seems to suggest that the intervals between the five testees are all the same. In 
other words, both the ordinal and interval scales have the quality of showing which testee 
is better than the other, but the interval scale has the additional quality of specifying the 
extent to which the better testee is higher than the runner-up. For discussion of the 
limitations associated with the use of these scales in the measurement of fluctuating 
human mental attributes, see Allen and Davies (1977: 13-14) and Bachman (1990:32-40). 
2.2.3 Test 
Oller provides the following definition of "test": 
any observable activity a student is asked to perform under controlled 
conditions in order to determine his or her capacity to perform similar 
activities under less rigid controls. (Oller 1979: 184) 
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Carroll (1968) agrees with Oller, pointing out that the distinctive element of a test is that 
it is designed to obtain a specific sample of an individual's behaviour or characteristics, 
by using carefully designed elicitation procedures. He emphasises that a test necessarily 
quantifies an individual's characteristics, which the test user can interpret as evidence of 
the individual's attributes or abilities in a disciplinary area of interest (Carroll 1968:46). 
Thus a language test is a unique type of measurement which focuses on the specific 
language abilities of interest, which, according to Cummins (1980), may include 
cognitive/academic language skills, writing abilities, informal interaction skills, etc. 
Bachman (1990) proposes that in order to make correct inferences and proper use of test 
scores (and thus maximise the chances of making correct decisions about the language 
testees), it is important that language tests have the essential qualities of validity, 
reliability, and efficiency. These concepts are discussed in detail later in the chapter (see 
2.6), but a brief description of them at this point will illuminate arguments in the review 
of theoretical approaches to language testing which follows shortly. 
According to Allen and Davies (1977), when a test measures "that which it is supposed to 
measure and nothing else, it is valid" (Allen and Davies 1977: 18). Oller (1979) argues 
that the "reliability of a test is a matter of how consistently it produced similar results on 
different occasions under similar circumstances" (Oller 1979:4). Bachman selects words 
more expressive of accuracy to describe the concept of reliability: he argues that 
"reliability is a quality of test scores pertaining to the extent to which they are free from 
measurement errors" (1990: 48). The concept of efficiency is concerned with matters of 
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practicality and cost in test design and administration (Weir 1987). 
The earnest concern with accurate measurement scales, and valid, reliable and efficient 
tests shows the importance scholars, teachers, students, parents and other test users attach 
to them. Briere (1969) refers to tests lacking in these qualities as "criminal" because such 
tests, especially those lacking in validity and reliability, will necessarily lead to wrong 
inferences and ultimately to wrong decisions about testees, whose entire lives can be 
jeopardised by such decisions (Briere 1969:214). 
In most educational programs, testing in general, and language testing in particular, 
remains one of the most enticing ways of gathering evidence for making very important 
decisions about pupils and teachers and educational programs. Highly detailed discussions 
of the different types and uses of language tests are found in Allen and Davies (1977), 
Oller (1979), Bachman (1990) and Heaton (1990). Some of these were mentioned and 
discussed in the introductory chapter of this study. The next section focuses on the 
overlapping social, research, and educational uses of language progress tests, and tries to 
consolidate the discussion initiated in the first chapter. 
2.2.4 Other terms 
There are a few concepts which, in the context of this research, have acquired a slightly 
but significantly different shade of meaning from their common dictionary definition. 
They are used so frequently in this study (especially by the research participants) as to 
require some clarification. In this study, the terms pupil and child are used synonymously 
to express the same meaning as the words student and learner. The concepts facilitator 
and subject adviser are also used interchangably, as are the terms standard eight and 
grade ten in reference to the class researched. The term mistress or its short form miss 
is used to refer to a female teacher, while her male counterpart is referred to as teacher. 
2.3 Uses of Language Progress Tests 
The concept of language progress tests has already been defined in the first chapter of this 
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study (see 1.3.1). About the general uses of language progress tests, Prodromou (1995:8) 
suggests: 
given at the right time and in the right proportions, language tests can be 
valuable in assessing learners' proficiency, progress, and achievement. 
They are good devices for diagnosing learners' errors, and difficulty, 
providing motivation to both teachers and pupils, imposing discipline, 
ensuring attention and regular attendance. 
2.3.1 Research Uses of Language Progress Tests 
Language progress tests play an important role in providing useful research data. Henning 
(1987) proposes that whether research is focusing on mother-tongue or second-language 
considerations, whether it is being conducted in orderly laboratory surroundings or in a 
natural setting, tests will at some point be necessary to check on the learning that has 
taken place so far. Clark and Swinton (1979) suggest that language tests will also be 
found useful when the focus of research is theories of language, or methods of language 
teaching, or language teaching materials -- to which may be added, theories and methods 
of language testing. All in all, tests must be seen as important research tools in 
educational research. 
2.3.2 Educational Uses of Language Progress Tests 
In educational programs, language progress tests serve several purposes. This study 
examines only the following major ones: finding out about pupils' progress, encouraging 
learners and teachers, diagnosing learning/teaching problems, and providing a washback 
effect. 
(i) Finding out about progress 
For most or all of their careers, the majority of language teachers are not involved in 
research work in education. But for them, too, language progress tests are highly 
important, as a means of finding out what progress their pupils have made. Braley and 
Raatz (1984) describe this somewhat sceptically: language tests, they say, are supposed 
ideally to compare pupils with an already determined standard . . . in 
practice however, the ideal aim is hardly ever achieved: in most cases it is 
pupils compared with one another, and the already determined standard is a 
fiction .... (Braley and Raatz 1984: 135-136) 
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Whatever the faults in the use of language tests to measure progress, it is certain that all 
teachers need and use them: they need to know how their pupils are getting on and how 
well what has been taught has been learned. Thus according to Skehan (1991), the less 
technical but common-sense view of a language test will include "any test, combining as 
many test methods as possible, and preferably set by the teacher with the express aim of 
assessing how far learners have gone" (Skehan 1991: 10). The information gained will 
help teachers determine the next step in their teaching; it is useful to pupils too, for stock-
taking purposes. 
(ii) Encouraging students and teachers 
In many content subjects, pupils can easily get a rough idea of the progress they have 
made by looking back at the number of topics or discrete facts and items they have 
covered over a given period of time. With language learning the case is slightly different: 
Heaton (1990) points out that, according to communicative theories of language and 
language learning/teaching and testing, learning a second language does not only consist 
in mastering a discrete set of rules and items. It also involves learning skills and 
strategies of language use. But these are extremely difficult to specify and sequence in 
learning order, which makes it very hard for pupils to make even the roughest estimate of 
the progress they have made in language learning in a given period of time. A well-
designed classroom test may be useful in giving students an idea of the progress they have 
made, thus increasing their motivation and encouraging them to aim at better results. 
Although there are some dangers in generalisations of this kind, Heaton (1990: 10) makes 
the point that there is at least "some connection between liking something and being good 
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at it. " 
Language progress tests also provide encouragement for the teacher. According to Fabian 
(1982), a good class performance in a progress test is the most immediate reward for the 
committed teacher: it confers a sense of efficiency, self-confidence and fulfilment. In the 
event of a poor performance, the teacher need not be discouraged: s/he must grab the 
opportunity to identify the reason for the poor result, which might range from an unsound 
language and/or language teaching theory, and the syllabus based on such theory, to a 
genuine learning problem or weakness pupils are experiencing (Hughes 1989). Language 
teachers in a classroom context are normally concerned with the last-mentioned problem, 
which is usually investigated through a diagnostic test. 
(iii) Diagnosing learning/teaching problems 
According to Bachman (1990) a diagnostic test is a use made by a teacher of the 
information provided about the presence or absence of a skill or part of a skill. A good 
diagnostic test will thus help the teacher to check pupils' progress for specific weaknesses 
and problems they may have encountered. According to Cohen (1980), a diagnostic test 
may be specially designed and constructed for the purpose, or may form part of another 
type of test, especially a classroom progress test. Hence diagnostic tests should be 
regarded as an integral and ongoing part of a language teaching/assessment program 
(Candlin 1987). Alderson and North (1991) claim that the ultimate aim of the diagnosis 
and identification of pupils' problem areas is the planning and implementation of timely 
and appropriate remedial action by the teacher. The remedial action may call for a review 
of the teacher's methods of teaching, marking one of the occasions when testing partly 
determines the focus of future teaching. This would be an instance of what is known as 
the washback property of language progress tests. 
(iv) Providing the wash back effect 
The "washback effect", also referred to as the "backwash effect" (Allen and Davies 1977; 
Alderson 1993; Prodromou 1995), can be defined as the direct or indirect effect of tests 
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on teaching method. Morrow 1986, Weir (1987) and Porter (1993) maintain that 
washback is a very important part of test validity. They argue that a valid test should be 
timed to follow as closely as possible on the teaching that precedes it, while a test 
envisaged at the end of part of the teaching course should influence the teaching that 
precedes it. In other words, pupils should be taught in the same way as they will be 
tested, and they should be tested in the same way as they were taught. Thus a 
communicative test will lead to the adoption of the communicative approach to language 
teaching, and vice versa. 
Carroll (1980) and Alderson and Wall (1993), however, sound a caution that there is no 
one-to-one relationship between tests and their effects on teaching method. This is 
because the relationship is mediated by factors such as the teacher's competence, the 
resources available, and the importance of testing in a particular society. These exercise 
an effect on classroom practice, which overlaps with the washback effect. For this reason 
these scholars suggest that the current assumptions about washback effect need to be 
empirically verified in order to establish the extent of the effect of tests on teaching 
methods, and the nature of this effect: whether or not it is always positive. 
2.4 Theoretical Approaches to Language Testing: A Critical Review 
2.4.1 Introduction 
Spolsky (1969) suggests that in order to know what to test, it is important to know the 
theory underpinning testing procedures. Referring to the field of second language testing, 
Upshur notes that "trends in second language testing tend to follow trends in second 
language teaching, and in recent years, trends in second language teaching tend to follow 
trends in linguistics" (Upshur 1969: 177). Although the observation predates the CA, it 
remains true and can be interpreted to mean that there is an important and intimate 
relationship among theory, testing, and teaching. And this means that discussion, 
conclusions, and policy decisions about anyone of these will necessarily impact on the 
others. 
Upshur 1969 and Oller (1979) have argued that in the 20th century, all major trends in 
language teaching and testing have been underpinned by three overlapping but 
significantly distinct theoretical views of language. The first of these stems from 
structural linguistics, which emphasizes knowledge of the forms and structures of the 
language system. This theoretical orientation advocates a discrete point approach to 
testing (Spolsky 1976). 
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The other two approaches, namely, the psycho linguistic-sociolinguistic approach and the 
communicative approach, spring from a variety of pragmatic theories of language. The 
psycholinguistic-sociolinguistic approach introduced the view of language as a dynamic, 
creative and functional system which must be used according to sociolinguistic rules of 
appropriateness. The idea of communicative competence was introduced by this school of 
thought (Oller 1979). The communicative approach is an expansion of the 
psycholinguistic-sociolinguistic theoretical view: while the central concern of the latter 
was limited to knowledge and use of the language system, the communicative approach is 
also concerned with "performance" (Hymes 1972; Canale and Swain 1980;). Both 
approaches, however, recommend a more global, integrative approach to language 
testing, and mark a departure from the atomistic approach promoted by structuralist 
theory. 
In this study, the first two approaches to language testing mentioned above are discussed 
only to highlight the extent to which they paved the way for the communicative approach, 
on which the discussion dwells longer. 
2.4.2 The Structuralist View of Language Testing 
It has already been pointed out that structuralist linguistics emphasized knowledge of 
forms and structures in language teaching/learning. Its approach to testing is variously 
and interchangeably referred to as analytic, atomistic, and/or discrete-point. Oller (1979) 
gives the following description of discrete-point testing: 
discrete-point analysis necessarily breaks the elements of language apart 
and tries to teach (or test) them separately with little or no attention to the 
way those elements interact in a larger context of communication . 
(Oller 1979:212) 
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The clear advantages of testing "discrete" linguistic items are that they yield data which is 
easily quantifiable, as well as allowing a wide range of item variation. According to Weir 
(1987), tests which focus on "discrete" linguistic items are efficient, and have the usual 
reliability of marking associated with objectively scored tests. But Oller (1979) argues 
that discrete-point test formats suffer from the defects of the construct they seek to 
measure and hence raise validity questions. He expresses their defects as follows: 
What makes [discrete-point analysis] ineffective as a basis for teaching or 
testing languages, is that crucial properties of language are lost when its 
elements are separated. The fact is that in any system where the parts 
interact to produce properties and qualities that do not exist in the parts 
separately, the whole is greater than the sum of its parts . . . . Organising 
constraints themselves become part of the system which simply cannot be 
found in the parts separately. (Oller 1979:212) 
Some years before, Savignon (1972) had also noted the limitations of discrete-point 
analysis and cautioned that grammatical competence was not by itself a good predictor of 
communicative skills. 
To correct the deficiencies of discrete-point analysis, Kelly (1978) and Rea (1989) advise 
that applied linguistics should make a decisive departure from sterile, artificial, and 
irrelevant testing measures which assess language as an abstract array of discrete items, 
and become interested in the measurement of testees' ability to take part in specified 
communicative performance, and in the production and comprehension of coherent 
discourse within a specified sociolinguistic setting. 
The structuralist approach dominated language teaching and testing practice until the early 
1970s. But during this period criticisms of the approach were accumulating and slowly 
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evolving into an alternative, distinct theoretical approach to language teaching and testing 
-- the psycholinguistic-sociolinguistic approach. 
2.4.3 The Psycholinguistic-Sociolinguistic Approach to Language Testing 
Oller (1979) is the leading exponent of this school of thought which in the place of 
discrete-point tests advocates global integrative tests such as cloze and dictation. Oller 
(1979) claims that such tests go beyond the measurement of a limited part of language 
competence -- the grammatical competence -- achieved by discrete-point tests. He asserts 
that cloze and dictation tests are more apt to measure testees' ability to integrate disparate 
language skills in ways which more closely approximate the actual process of language 
use. 
Read (1981: 10) described the psycholinguistic-sociolinguistic contribution as follows: 
from a psycholinguistic perspective, language came to be seen as less of a 
taxonomic structure and more of a dynamic, creative, functional system. It 
was recognised that natural language contains a considerable amount of 
redundancy, so that it is difficult to show that any single linguistic unit is 
indispensable for communication . . . The sociolinguistic contribution 
centres on the concept of communicative competence, which represents a 
broadening of the Chomskyan notion of competence to cover not only 
knowledge of rules for forming grammatical sentences, but also rules for 
using those sentences appropriately within different and specific contexts 
. . . Thus the psycho linguistic and sociolinguistic perspectives have 
enlarged the basis on which the validity of a test is to be judged . . . 
Oller himself acknowledges the limitations of the test methods advocated by the 
psycho linguistic-sociolinguistic approach: cloze and dictation tests do not actually test 
communication itself, which requires "performance" under real life constraints. Carroll 
(1980) explains: "[cloze and dictation tests] are based on indirect assessment tasks of 
language ability in which the language norms followed are those of the test setter or the 
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original author of the text, rather than the testee's" (Carrol 1980:9). And Morrow (1979) 
raised the criticism that cloze and dictation tests do not offer pupils opportunities for the 
spontaneous production of language of the sort that oral and non-controlled written tasks 
are apt to provide. In other words, according to Morrow (1979), cloze and dictation tests 
are fundamentally suspect because they are in fact indirect tests of underlying ability 
rather than actual performance. They basically depend on and test knowledge of the 
language system (linguistic competence) rather than the ability to operate this system in 
authentic, real-life settings (communicative competence). 
Having discussed the deficiencies of the structuralist and the psycholinguistic-
sociolinguistic approaches and the associated discrete-point and more integrative test 
formats, I now move to the discussion of the communicative approach to language testing. 
2.5 The Communicative Approach to Language Testing 
2.5.1 Clarification of Terms 
According to Weir (1987), in order to clarify what is meant by communicative testing, it 
is necessary to examine closely the concept of communicative competence. 
Chomsky (1973) had introduced the term "competence" to refer to his "Ideal speaker-
listener's" capacity for tacit knowledge of the internal structure of language which can, at 
least in principle, be used to produce all possible grammatical sentences. Hymes (1972) 
broadened the Chomskyan notion of competence to include also the knowledge of the 
rules for using grammatical sentences appropriately within different sociolinguistic 
contexts. Thus for the first time in the language learning/teaching field, Hymes coined the 
concept of "communicative competence" to refer to the combination of the these two 
language abilities. A widely accepted definition of communicative competence is found in 
Brown (1987: 199): "communicative competence is that aspect of our competence that 
enables us to convey and interpret messages and negotiate meaning interpersonally within 
specific contexts." And in trying to expand his definition, Brown echoes Savignon (1983), 
who referred to communicative competence as: 
a relatively dynamic interpersonal construct that can only be examined by 
means of overt performance of two or more individuals in the co-operative 
process of negotiating meaning interpersonally within specific contexts. (in 
Brown 1987: 199) 
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Several other pure and applied linguists such as Widdowson (1978, 1983), Brumfit and 
Johnson (1979), Maley (1986) and, more particularly, Canale and Swain (1980) continued 
to expand and refine the concept of communicative competence, which is today 
considered to consist of four distinguishable communicative strands: grammatical, 
sociolinguistic, discourse, and the overarching strategic competences. Morrow (1979) 
went as far as suggesting that there was a need in the CA to make a distinction between 
communicative competence and communicative performance, the distinguishing feature of 
the latter being the fact that performance is the realisation and interaction of the four 
above-mentioned competences "in the actual production and comprehension of utterances 
under general psychological constraints that are unique to performance" (in Canale et al. 
1980:6). 
2.5.2 Communicative Testing 
The theoretical concepts of communicative competence and communicative performance 
logically led to the practical concepts of communicative language teaching and testing. 
Morrow (1979) and Canale and Swain (1980) argue that communicative language testing 
should be concerned not only with what the pupil knows about the form of the language 
and about how to use it appropriately in specific contexts of use, but also with the extent 
to which the pupil is actually able to demonstrate this knowledge in a meaningful 
communicative situation -- that is, what the pupil can do with the language or, as Rea 
(1989:39) puts it, "his (or her) ability to communicate with ease and effect in specified 
sociolinguistic settings". 
It should therefore follow that the communicative performance tasks that pupils are faced 
with in communicative tests should be representative of the type of tasks they might 
encounter in their own real-life situation, and should correspond to normal language use 
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where an integration of communicative skills is required with little time to reflect on or 
monitor language input and output (Weir 1987). In the same way, the criteria used in the 
assessment of performance on these tasks should relate closely to the effective 
communication of ideas in a specific context. 
It was noted in section 2.5.1 that Morrow (1979) found it necessary to distinguish 
between communicative competence and communicative performance. Sharing his view 
are scholars such as Kelly (1978), Carroll (1980), Rea (1985) and Weir (1987), who have 
found it desirable to distinguish between "testing communicative competence" and "testing 
communicative performance" . 
There seems to be consensus among these scholars that a performance test is one which 
samples behaviour in a single setting with no intention of generalising beyond that setting. 
The moment any test wishes to generalise about communicative ability to effectively 
handle other similar situations, the concept of communicative competence creeps in. In 
other words, as Weir (1987: 10) puts it: 
in communicative language testing we are involved in evaluating samples of 
performance, in certain specific contexts of use, created under particular 
test constraints, for what they can tell us about a learner's underlying 
communicative competence. 
In practical situations, therefore, communicative competence cannot be evaluated except 
through its realisation in performance. Only performance can be observed and hence 
evaluated. Nevertheless, it may be useful to note that in their practical application in 
everyday, less academic contexts, the two terms are often used as if they were simply 
synonymous. 
2.5.3. Practical Implications for Testing in a Classroom Setting 
This consideration calls for the correction of the many misconceptions about the concept 
of "communicative testing". In the foregoing discussion, an attempt has been made to 
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give (on an abstract level) a definition of communicative competence: its essential 
elements are dynamism, interpersonality, negotiation of meaning, and overt performance. 
However, what is normally seen in a practical testing situation in a classroom setting is a 
group of testees, sitting and working individually at their desks, with their teacher posted 
in front or at the back of the classroom intent on quelling any attempt at inter-student 
communication during the test time. A quick glance at the test content sometimes reveals 
large chunks of grammar-based tasks, with a few controlled reading comprehension and 
writing tasks. A crucial question arising from this quick observation is: can such test 
conditions and tasks be communicative in any way? 
A variety of responses to the question have emerged in recent literature on the 
communicative approach to teaching and testing. Harmer (1991) has referred to the test 
conditions and tasks described above as controlled and non-communicative. Alternatively, 
Littlewood (1992) has referred to the same conditions and tasks as controlled pre-
communicative. In both cases, conclusions are reached for the obvious reason that there is 
a lack of visible physical interpersonal communication (speaking) taking place. 
A contrary view, and one that is regarded as more acceptable in this discussion, is that of 
Thompson (1996). He strongly contends that the conditions and tasks described above 
have some potential to be communicative as long as the teaching preceding them was 
communicative, and the task content is relevant to the testee's future communication 
needs in real-life situations. Thompson argues that the concept of communicative 
competence means much more than merely talking appropriately and effectively. It 
obviously also includes "listening, reading, thinking and writing" appropriately, critically, 
and effectively (Thompson 1996:11-12). In the controlled test conditions in the classroom, 
testees are busy giving written evidence of their ability to communicate in real-life 
situations. That a test includes grammar-based tasks may also have nothing to do with the 
uncommunicativeness of the test: grammatical competence is a major strand of 
communicative competence which must also be tested, and it is widely held that 
"grammatical accuracy is the basis of meaningful communication" (Brown 1987:212). 
There is much more about communicative testing that is still incomprehensible, 
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controversial, assumptive, and mythical (Oller 1979; Maley 1986; Weir 1987, 1990), but 
the few basic facts known about the approach are enough to enable practising teachers to 
set tests based on the communicative theoretical approach. 
According to Weir (1990), communicative tests should involve tasks which are as direct 
as possible and which incorporate as many of the features of real-life language use as 
possible. The testing conditions should also be as realistic as possible, and the test 
activities authentic enough to ensure a positive washback effect in respect of the teaching 
that precedes the testing. In very simple terms, and as most teachers would agree, this 
means that a good class test should relate as much as possible to how the pupils were 
taught, should reflect the syllabus, and should be appropriate to the pupils' level of 
competence. 
In basic terms, most language tests aim to assess pupils' capacity to listen, read, write 
and speak appropriately, critically, and effectively in different specifiable language 
situations. To achieve this, the teacher must first of all identify the skill that is being 
tested; secondly, he/she must try to be as explicit as possible about what the skill consists 
of; thirdly, the teacher must try to be clear about the real-life conditions in which the 
pupil will need to apply the skill in the future; and fourthly, the teacher must consider 
what and how the pupils were taught, so that he/she has a fair idea of the kind of 
performance to expect. Having taken the above into account, the teacher may now 
proceed to design elicitation activities and operations which will match the capacity or 
skill being measured. 
Language tests devised in this way will meet the necessary criterion of validity. But Weir 
(1987) maintains that a good communicative test must have two other essential qualities, 
reliability and efficiency. Briefly, a test is reliable if the scoring, marking and 
interpretation of scores of the test items are as accurate and consistent as possible, while 
it is efficient if it is practical, acceptable, and economic (Weir 1987). These three 
requirements will now be discussed. 
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2.6 Essential Requirements of Language Tests 
In a classroom test, pupils are given a set of items to answer under controlled conditions. 
The quantified test items are marked, the numerical values (marks), usually in interval 
scale, are totalled up and in each case recorded against a testee. These marks are usually 
interpreted as evidence of the pupil's progress in the acquisition of language abilities and 
skills required to perform whenever s/he is called upon to exercise, outside the test 
situation, the skill or characteristic or bundles of skills and characteristics which have 
been assessed. Thus from a small sample of the pupil's behaviour, the teacher makes 
inferences about how the pupil might be expected to perform in all other present and 
future situations demanding the same abilities and skills. 
But for the teacher's inferences to be correct, the test items must be valid: that is, the 
condition for the pupil to pass the test must only be "possession of the characteristic or 
bundles of characteristics we wish to measure" (Allen and Davies 1977:15). As already 
pointed out (see 2.2.3), the concept of validity refers to the question of whether a test 
measures "that which it is supposed to measure and nothing else" (Allen and Davies 
1977: 18). The role of the test in providing a washback effect with regard to the teaching 
that precedes it has already been discussed in section 2.3.3 (iv), and what was said there 
applies equally to washback validity. Three further types of validity -- face validity, 
content validity and construct validity -- will be discussed in terms of their importance to 
language testing in general and language progress testing in particular. 
2.6.1 Validity 
(i) Face Validity 
All language tests, written or otherwise, should have this type of validity. Face validity 
should not be viewed as validity in a technical sense: it simply refers to the superficial 
acceptability of the test by pupils, administrative personnel, test users, and all other 
interested parties such as parents. According to Bachman (1990), face validity refers to 
the fundamental question of rapport and public relations. 
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Although face validity is one of the most disputed types of validity (see Ingram 1977; 
Palmer et al. 1981; Bachman 1981), Anastasi (1982) stresses its overall importance thus: 
certainly if the test content appears irrelevant, inappropriate, silly or 
childish, the result will be poor cooperation, regardless of the actual 
validity of the test. Especially in adult testing, it is not sufficient for the 
test to be objectively valid. It also needs face validity to function effectively 
in practical situations. (Anastasi 1982: 136) 
However, other forms of objectively determined validity (e.g. content validity and 
construct validity) should not be sacrificed in favour of face validity. 
(ii) Content Validity 
This type of validity is of particular appeal to pupils, teachers, subject experts, and 
researchers. It often happens that after writing a test, pupils quickly refer back to the 
learning that preceded the test to determine the fairness of the test and to make 
predictions about the results. Teachers and moderators are also always concerned to 
ensure that the test that has been set or is about to be set is as representative of the 
content coverage as possible. And a researcher, faced with a test already set, would 
instinctively seek to establish, in the words of Anastasi (1982: 131), whether "the test 
content covers a representative sample of the behaviour domain to be tested." Anastasi 
(1982) gives the following useful guidelines for establishing content validity: 
1. the behaviour domain to be tested must be systematically analysed to 
make certain that all major aspects are covered by the test items and 
in correct proportions; 
2. the domain under consideration should be fully described in advance 
rather than being defined after the test has been prepared; 
3. content validity depends on the relevance of the individual's test 
responses to the behaviour area under consideration, rather than on 
the apparent relevance of item content. (cited in Weir 1987:25) 
Thus the directness of fit and adequacy of the test sample is dependent on the quality of 
the description of the target language behaviour being tested. 
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Carroll (1961) and Moller (1982), however, express concern about the difficulties 
involved in defining the area of language from which a representative sample is to be 
taken. But this fear would only appear to hold for large scale achievement or final year 
summative examinations. In progress tests with a small content coverage, sampling should 
be relatively easy. 
(iii) Construct Validity 
Weir (1987) refers to construct validity as a superordinate concept embracing all other 
forms of validity. In the words of Anastasi (1982), construct validity describes the 
"extent to which the test may be said to measure a theoretical construct or trait" (Anastasi 
1982:144). 
The most direct use of construct validity would be in research. Applied linguists hold the 
view that every test is designed according to some theoretical construct: Cronbach (1971), 
cited in Weir (1987), suggests that the "construction of a test itself starts from a theory 
about behaviour or mental organisation derived from prior research that suggests the 
ground plan for the test" (Weir 1987:24). And Davies (1978) argues similarly that "it is 
after all the theory on which all else rests, it is from there that the construct is set up and 
it is on the construct that validity, of the construct and predictive kinds, is based" (Davies 
1977:63). Still on the same point, Kelly (1978) asserts that: 
the systematic development of tests requires some theory, even an informal, 
unexplicit one, to guide the initial selection of item content and the division 
of the domain of interest into appropriate sub-areas. (cited in Weir 
1987:24) 
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Although this perspective is widely held, its application to communicative testing has 
evoked some sceptical reactions. Jakobovits (1970) and Hawkey (1982) have expressed 
the concern that since in the communicative paradigm the question of what it is to know a 
language is not well understood, the idea that a communicative test be framed with 
reference to a theoretical construct is very problematical. And even if it were possible to 
construct a communicative test with "construct validity", there would still be problems in 
establishing sufficiently valid criteria against which to measure it. 
This concern would appear to have some truth for two reasons: the available tests staking 
a claim to being communicative are themselves unvalidated. So they cannot be used as 
criteria for concurrent validity (see Allen and Davies 1977 for a detailed discussion of 
concurrent validity). The other validated tests available may be less integrative and 
communicative, which makes them unsuitable for use to validate a communicative test. 
Weir (1987) proposes a way out of this dilemma. He suggests that: 
though there is a lack of an adequate theoretical framework for the 
construction of communicative tests, this does not absolve test constructors 
from trying to establish a priori construct validity for a test conceived 
within the communicative paradigm. A test should always be designed on a 
principled basis, however limited the underlying theory. And wherever 
possible, after its adminstration, statistical validation procedures should be 
applied to the results to determine how successful the test has been in 
measuring what it intended to measure. (Weir 1987:23) 
Since, as pointed out by Jakobovits (1970) and Hawkey (1982), a posteriori statistical 
criteria for the validation of communicative tests are not available at the moment, Weir 
(1987) recommends the use of non-statistical a priori validation procedures by which the 
test constructor is supposed to ensure that s/he is guided by the theoretical construct in 
choosing, ordering, and sub-dividing items for the test (see also Cronbach 1971; Davies 
1978; and Kelly 1978). 
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Weir (1990) argues that it would be logical to assume that success in a theory-driven test 
would depend on nothing other than the testees' possession of the psychological abilities, 
traits and skills stipulated by the theory. 
2.6.2 Reliability 
According to Davies (1965), Porter (1983), and Bachman (1990), reliability is another 
fundamental criterion in terms of which tests must be judged. According to Bachman 
(1990), reliability is an attribute pertaining to test scores: it relates to the accuracy and 
consistency of what is measured under validity. He argues that there should be accuracy 
in scoring the test from marker to marker (intermarker reliability), and that each 
individual marker should be consistent throughout the marking session (intramarker 
reliability) . 
Thus a perfectly reliable test score would be one which is free from errors of 
measurement. But there are many factors other than the ability being measured that can 
affect performance in tests and constitute sources of measurement error. According to 
Allen and Davies (1977), these are of two kinds: extrinsic and intrinsic factors. 
Extrinsic factors comprise examiner variability and variability of testing conditions. 
Common-sense precautions can be taken to reduce these: examiner variability is 
eliminated by objective testing (although this poses validity problems in the 
communicative paradigm). Variability of testing conditions can also be reduced by 
providing testees with very clear instructions and, if need be, explaining these during the 
test session. 
Intrinsic sources of error are more problematic. These arise from a lack of test stability. 
A test has got stability or test-retest reliability if it has been given twice to the same 
group and on both occasions produced the same relative ordering and distancing between 
individuals in the same group. Sometimes this is best achieved by giving two equivalent 
"clones" of the same test to the same group, on two different occasions. In this case a test 
would be said to have equivalence reliability if there is a high correlation between the 
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results from the two tests. 
But Allen and Davies (1977) warn that there are many psycho-physical and emotional 
factors affecting equivalence reliability, for example, the testees' mood, fatigue, anxiety, 
stress, time of day, hunger, sickness, etc. Just as serious are constraints of a practical and 
economic nature, for example, the cost of the time and effort involved in setting and 
marking a language test, given the typically massive size of language classes. A detailed 
discussion of the practical considerations in test designing follows below. 
Validity and reliability are fundamental qualities of language tests which educators should 
make every effort to achieve. However, they remain ideals which are to a degree 
incompatible. Particularly in more integrative tests such as those conceived in the 
communicative paradigm, a more valid test will be lacking in some degree of reliability. 
In the event of tension between the two qualities, the question of which one should be 
sacrificed is highly contentious. However, the weight of opinion in the literature on 
communicative language testing is in favour of more valid tests with less than normally 
acceptable reliability (see Moller 1982, Weir 1987). 
2.6.3 Test Efficiency 
As pointed out earlier (see 2.2.3), the concept of test efficiency is concerned with matters 
of practicality and cost in test design and administration. Allen and Davies (1977) argue 
that a valid and reliable test would be of little use if it did not prove also to be a 
practical one. Practicality involves issues of economy, ease of setting, scoring, access by 
pupils, marking, administration, accommodation, equipment, distribution, etc. 
Usually the longer the test the more the practical constraints. Language progress tests are 
among those less affected by practical problems because they are usually small-scale. But 
most teachers find communicative tests difficult and time-consuming to set, score, and 
mark; they require more material resources to construct, and sometimes more equipment 
to produce. Many ordinary schools, such as the one explored in this study, experience 
difficulties in overcoming these problems, especially because of insufficient funding and 
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equipment, and sometimes because of a lack of the necessary basic skills. 
These problems are sometimes sufficiently major to create problems of face validity (see 
2.6.1) in progress testing. Although Barkhuizen (1993) writes about final examinations, 
he recognises that what he is saying is also applicable to progress tests. The question 
raised above of tests not being easily understood by pupils is of particular concern here. 
According to Barkhuizen, this problem is caused by the numerous linguistic difficiencies 
typically found in tests, which obscure meaning. Among the more common of these are 
ungrammatical structures, wrong choices of words, errors of omission and spelling, 
deviation from syllabus requirements, unclear/ambiguous instructions, and poor 
typography and layout. The result of these is that pupils misunderstand questions and 
hence perform poorly in their tests. 
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CHAPTER THREE 
RESEARCH METHODS AND OUTLINE OF DATA COLLECTION PROCESS 
3.1 Introduction 
This chapter gives an outline of the data collection process: the choice of the field of 
study and the participants, preparation for the research and the equipment used. This is 
followed by a discussion of the research theory applicable to the study, explaining the 
choice of ethnographic case study as the research method, and identifying observation, the 
interview, the questionnaire, and the collection of written documents as the data collection 
techniques. Finally, practical and ethical problems encountered in conducting this research 
are discussed. 
3.1.1 The choice and justification of the field of study 
This research project examines and attempts to give an interpretive description of 
teachers' practices in ESL progress testing in a particular school and place (see 1.1). My 
interest in this area of study springs mainly from my experience as an ESL teacher at 
secondary school level in African schools in the Eastern Cape Province. I have worked in 
this capacity for the last nine years, during which time I have also marked matriculation 
examinations (both as a sub-marker and senior marker) and been Head of an English 
Department. Thus as a teacher, marker, and internal test and examination moderator, 
moreover one with a keen interest in applied language studies, I have become one of 
many teachers, facilitators and applied linguists concerned about the quality of ESL 
programmes and language teaching methods. This concern is the basis for my interest in 
the questions of language testing raised in this study. Nuttall and Murray (1986:223) have 
articulated the object of general concern as follows: 
pupils in Black schools in South Africa spend many hundreds of hours over 
a number of years attending classes in second languages, and yet the 
success of these learners in acquiring communicative competence in these 
languages is extremely modest, and certainly not commensurate with the 
time and effort expended on language teaching programmes. 
This situation has led to the following sort of concern about language testing: 
the problem is that students, and especially students in developing 
countries, who receive several years of formal English learning, and have 
frequently written several language and content tests and examinations in 
English, remain deficient in the ability to actually use the language and to 
understand its use, in normal communication whether in spoken or written 
mode (Howatt 1984: 277). 
That most tertiary institutions have, as part of their curricula, a bridging academic skills 
program, catering for the language skills and academic development needs of such 
students, offers concrete evidence of the seriousness of the problem of language 
deficiency among these students. 
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Earlier studies have identified several causes for this state of affairs world-wide, including 
inherent errors in the syllabus design (Brumfit 1980; Candlin 1982), language teaching 
methodological problems (Brumfit & Johnson 1979; Candlin 1982; Maley 1986), poor 
teaching materials (Reynolds 1995), poor teacher training, rural setting problems, and 
inadequate educational financing problems (Mchazime 1997), and so on. Some problems 
relating to testing and measurement errors have also been researched (Allen and Davies 
1977; Weir 1987, Heaton 1990; Bachman 1990; Barkhuizen 1993), but most of these 
studies have focused on established, standardised tests and examinations. 
This study attempts to ascertain whether there are any internal language progress testing 
anomalies contributing to the problem of chronic language deficiency among the students 
referred to above. My aim is two-fold: to provide insight into such language testing 
anomalies, if indeed they exist, and to help teachers to become conscious, critically 
reflective, and evaluative of their routine language testing practices, with a view to 
improving them. I also hope to offer in-service facilitators, subject advisers and 
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researchers suggestions about areas that need developmental action and further research. 
3.1.2 The choice of the research participants. 
The reasons for the choice of the grade ten class for this study have already been 
discussed (see 1.2.6). In addition to the suitability of the class per se within the entire 
FET band, its choice was also determined by the positive attitude of grade ten teachers of 
English toward the prospect of being researched. 
One of the major obstacles to classroom-based research in African schools is that the 
"culture" of research and being researched is unfamiliar to the teachers. In a pilot study 
(Ssemakalu 1996) carried out to assess teachers' conceptualisation and implementation of 
the CLT approach to ESL, in four secondary schools in the Alexandria circuit, I 
experienced difficulty in obtaining the cooperation of some of the teachers. The reasons 
volunteered for their resistance included the following: some teachers regarded the 
researcher as a stranger, an intruder, a disguised agent of the department, a fault finder 
intent on uncovering and reporting their weaknesses to higher authorities. Other teachers 
simply felt ill-at-ease at being singled out for questioning and having to provide a 
rationale for routine behaviour. Others were resistant to the idea of being used for the 
collection of information which the researcher was at best going to use for his own ends 
(i.e. getting a higher degree). 
However, there was also a reasonably large group of willing participants, among whom 
the grade ten teachers were particularly enthusiastic. These teachers readily expressed 
their willingness to participate in the future follow-up research. For this reason, they 
became my automatic first choice of subjects for the current study. 
Another reason which inspired the choice of these particular teachers was the fact that the 
contemplated study was an ethnographic project, involving informal and formal 
observation of the teachers' testing practices over an extended period of some four 
months. For this reason I thought it would be beneficial and cost-effective for me to 
research subjects located in my normal working environment. Furthermore, an amicable 
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working relationship between myself and the prospective research subjects already 
prevailed, and I expected this to make cooperation easier in setting dates for the tests and 
gaining access to sample question papers, marking schemes, mark lists and pupils' 
marked scripts. My class visits for observation purposes would also be less disruptive 
than they might have been were the students and teachers to be meeting me for the first 
time. 
And finally, for ethical reasons, I was going to need to obtain permission from the 
teachers, the pupils, and their parents to carry out this research, and it seemed quite clear 
to me that it was going to be easier to obtain such a sensitive concession from people I 
was already working for and with. 
3.1.3 Preparation for the research 
In 1996 when I first contemplated doing this research, the targeted grade ten class had six 
streams and was taught by four different teachers of English. When the new academic 
year opened in 1997, the number of pupils entering grade ten had dropped, leaving only 
five streams and three teachers: a male and two females. The two female teachers 
happened to be pregnant, with one of them due for maternity leave right at the beginning 
of the first quarter. This was going to leave me with only two teachers. While I was 
debating whether or not to proceed with the study, the district office sent us a teacher to 
substitute for the one about to take maternity leave. I immediately got the two teachers to 
interact, to ensure a smooth transition and continuity in the teaching and learning process. 
As we talked over a range of things with the new teacher in the next few days, I decided 
to ask him if he was willing to participate in the small-scale research project I was 
planning: the second female teacher seemed be at an advanced stage of her pregnancy, so 
I could not rule out the possibility of her leaving sooner or later. After getting a positive 
response from the new teacher, I requested a meeting of the grade ten teachers of English 
which was also attended by the teacher who was soon going on leave. 
At the meeting I asked for confirmation that all the teachers were still willing to 
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participate in the proposed research project. I explained to them the nature of the 
exercise: we were about to engage in a common effort to reflect on our testing practices, 
to identify problems and suggest solutions. I would accumulate observations, comments 
and suggestions, analyse them, and compile a descriptive and interpretive report of our 
findings which might be of future use to us, other teachers, subject advisers, in-service 
lecturers and researchers in the field of language testing theory. 
To achieve these objectives, I was firstly going to observe what went on in the classroom 
while students were writing tests. Secondly, the teachers were going to fill in a small 
questionnaire for me, and talk to me in a recorded interview situation. Thirdly, as part of 
the critical reflective process of the research, I would ask them to allow me to look at a 
sample of the marked scripts, and at their marking schemes and mark lists. Finally, we 
would from time to time have discussions about the information I had collected and the 
report I was drafting. I also encouraged the teachers to feel free to look at the report I 
was compiling any time and comment on the accuracy of its representations (see 3.1.4 
regarding ethical concerns). 
The meeting lasted about 15 minutes, of which I claimed over half the talking time. I 
realised that this first meeting may have located us in permanent power camps for the rest 
of the research period. The ethical implications of this are discussed later in the chapter 
(see 3.1.4). 
My next step was to approach the students and the parents. I visited each of the five 
streams of the class, and obtained their consent. For practical reasons however, it was 
impossible to meet the parents of every student (over 200 in all). I opted to secure the 
permission of the parents via the school governing council, which comprises 51 % parent 
representatives, the remainder including the principal, a permanent member, and student 
and teacher representatives (including myself). The council was therefore in a position to 
formalise not only the parents' consent, but also that of the teachers and students. 
In the letter I wrote to the parents I explained to them the aims of the research and 
pointed out the ways in which the school stood to benefit from it. I requested them to 
indicate their approval by signing a letter, a copy of which was to be appended to the 
research report. 
3.1.4 Ethical concerns in this research 
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Although the decision to conduct this research in my own working environment facilitated 
a number of things -- e. g. securing teachers', parents', and pupils' permission; gaining 
easy access to data; making it possible for me to work and conduct research at the same 
time in the most cost-effective way; allowing me to use my personal experience in 
interpreting data -- it may also have imposed a number of constraints, both on me and on 
the research participants, with potentially serious ethical implications. For example, all 
the interested parties who gave this research the go-ahead may not have felt they really 
had an option because of their working relationship with me. My position of power as 
HOD might have unsettled as well as coerced my teacher colleagues, had they harboured 
suspicions as to my motives for seeking the information I did. 
Smith (1996) has noted that, by its nature, ethnographic research will always be plagued 
by ethical problems of the sort raised above: ethnographic study is an intrusion among 
people, touching on their values, attitudes, personalities, feelings, etc., and as such, it is 
bound to cause problems. Nevertheless, research has to be conducted, and perhaps the 
only way out of the dilemma, as Spindler and Louise (1987) propose, is to be fully aware 
of these problems. Cohen and Manion (1989) suggest that a way of minimising their 
impact is for the researcher to be as honest and up-front as possible with his/her 
participants, so that they are as fully informed as possible about the purpose of the 
research. 
In the case of this research project, seeking written permission to conduct the research 
(see appendix A), meeting with the research participants, and encouraging them to 
examine and discuss the data and the report draft and undertaking to discuss the findings 
of the study (see 3.1. 3), were all part of an effort to address the ethical concerns 
described above. 
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3.1.5 Research equipment 
Two interviews were conducted to collect data: the abortive one with the subject adviser 
of English, which was therefore not audio recorded, and another, which was recorded, 
with the teachers at the target school. 
For recording purposes I obtained a specialised microcassette recorder with a built-in 
microphone. Once in record mode, it was sound-operated: the tape moved only when 
there was a reasonable amount of sound to record. It was fitted with a red light which 
flickered to indicate that recording was going on, and went off when sound levels were 
too low to record. A green light next to the red one indicated that the power supply was 
adequate. A clicking auto-stop function warned that the tape was over. All one had to do 
to operate the machine, then, was to place it between the interviewer and interviewee, 
press record and monitor the lights. Its fast playback function made review very easy. 
Because of its small size and high degree of automation, this equipment was unobtrusive 
and allowed the interview and recording process to unfold, in the sort of natural 
atmosphere necessary for interviewees to reveal their feelings in a relaxed mood 
(Tuckman 1978). 
3.2 Research Methods 
In sections 1.1 and 3.1.3 of this research report, I describe the aims of the study and the 
steps taken to achieve them. The remainder of this chapter attempts to locate these aims 
and procedures within the framework of the research method which informs them, the 
ethnographic case study. It also attempts to justify the use of qualitative and descriptive-
interpretive methods in classroom-based research. 
3.2.1 Ethnographic Case Study 
This research takes the form of a case study: it attempts a "focused in-depth" study of 
practices associated with language progress testing in a particular school. According to 
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Johnson (1992: 134), this study falls within the ethnographic research method: it focuses 
on the practices of a "group" of teachers. Smith (1996) points out that although there are 
many similarities between ethnography and case study, and most ethnographic studies take 
the form of case studies, not all case studies are necessarily ethnographic: a case study of 
the effect of computers on education, for example, would not be ethnographic. Further 
discussion of the two concepts and how they differ and interact seems appropriate at this 
point. 
3.2.1.1 Case Study Research 
According to Walker (1986: 189) a case study may be defined as "a selective collection of 
information of an instance, which will give that instance meaning." An "instance" may 
range from a single event, phenomenon, or individual variable, to a set of these (Yin 
1984). The current study focuses on a set of teachers' practices in ESL progress testing. 
A case study researcher carries out a "focused in-depth study" of the instance (Smith 
1996:5) which, according to Stenhouse (1987:28), involves 
definition of the case, delimitation of its boundaries, collection and 
recording of data about the ... elements comprising the case, relation 
among the elements, assessing the development of the case under 
investigation, considering its history and contextual influences and lastly the 
preparation of a . . . report. 
Walker (1986: 190) argues that case studies are guided by the wish to study the 
"idiosyncratic and the particular as legitimate in themselves." He therefore disputes the 
claims of critics that case studies are invalid because their findings are not generalisable. 
In Walker's view, a case can always be a source of reality to readers in a similar 
situation. He maintains that "it is the reader who has to ask: what is there in this study 
that I can apply to my own situation?" (Walker 1986: 191). Bassey (in Bell 1991 :7) 
concurs, arguing that "the merit of a case study is the extent to which the details are 
sufficient and appropriate for a teacher working in a similar situation to relate his or her 
decision making to that described in the case study. " 
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The generalisability of the current study is based on the similarities of context and 
working conditions obtaining in African ESL schools in the circuit, district and province 
(see 1.2.6). A study like the current one, although based on a single school, has the 
potential to influence testing practices in other schools operating in similar circumstances. 
Besides accusations of lack of generalisability, case study research is also criticised for 
lack of reliability and validity. Since such limitations pose an obvious threat to the 
usefulness of the current research, it is necessary to discuss what they mean and how they 
can be minimized. 
(i) Validity 
According to Bachman (1990), validity is a quality of research conclusions which requires 
that they match the reality from which they are drawn. Yin (1984:37) refers to this as 
construct validity, and suggests that in order to maximise this type of validity, the case 
study researcher must fulfil three conditions in respect of his or her data. Firstly, s/he 
must use "multiple sources of evidence" in data collection (ibid.), so as to assemble 
correlating data from different sources about the same instance. Such data is regarded as 
more expressive of reality than data drawn from only one source. In keeping with this 
requirement, I have used a variety of data collection techniques (see 1.1, 3.2.1). 
Secondly, the researcher is advised to accumulate a "chain of evidence" about an 
instance. This may, for example, involve observing the same situation several times to 
ensure it is habitual rather than accidental. In my research validation of this kind was 
achieved through observing a number of test writing instances, and examining more than 
one set of question papers, marking schemes, mark lists, and marked scripts. 
Thirdly, Yin advises that the case study researcher must be prepared to make the "draft of 
the research report" available for reading and external validation by the research 
participants. In this study, an undertaking to this effect was made to everybody 
concerned, including those not directly involved (see 3.1.2). The school was promised its 
own copy of the research report so that anyone could check the data against reality and 
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ensure that I had not imposed my own subjective interpretation. This was done not only 
for ethical reasons, but also in sympathy with Smith's (1996:6) concern that case studies 
rely so much on "human instruments" that the only sure way to overcome the intrusion of 
subjectivity, misinterpretation and bias is to allow the participants to verify the findings. 
(ii) Reliability 
According to Bachman (1990), the concept of reliability describes the extent to which two 
or more researchers, applying the same research procedures under similar conditions, can 
produce the same results. Stenhouse (1987) maintains that reliability is an almost 
unachievable goal in case study research. This is because the object of in-depth focus in 
case study research involves a complex interaction of variables which tend to elude 
definition in operational and quantifiable terms. This invariably results in different 
researchers having different interpretations of the same instance (Walker 1986). To 
overcome this problem Walker advises that descriptive-interpretive research should always 
be as democratic, open, consultative and explicit as possible. 
Although reliability remains an ideal in case study research, in the current study I have 
tried my level best -- through careful deliberations with parents, students and teachers, as 
well as subject advisers, departmental officials, and research experts, through a rational 
choice of research participants, and through the use of a wide variety of data collection 
techniques -- to maximise transparency, explicitness and consultation, and therefore 
reliability. 
3.2.1.2 The Nature of Ethnographic Case Studies 
Smith (1996:9) writes that case study and ethnography are "twin research approaches", 
though not quite identical. For this reason it is always easier to compare rather than 
contrast these two research approaches. As described above, a case study takes the form 
of a focused in-depth study of a phenomenon, event, individual, or of an aspect of such 
variables. According to Johnson (1992: 134), a case study is ethnographic if the object of 
its focused in-depth study has an "essential ingredient of social behaviour" of a "group" 
of people (rather than that of an individual or number of individuals). In the words of 
Spindler and Louise (1987: 112), ethnography (ethnos-graphia) can be defined as 
a picture of the way of life of some identifiable group of people. These 
could be any culture-bearing group of people in any time and place ... to 
do ethnography is to acquire cultural knowledge. 
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Watson-Geogeo (1988:576) offers a somewhat stricter definition of ethnography as "the 
study of the people's behaviour in naturally occurring on-going settings, with focus on the 
cultural meaning of behaviour." The element which this formulation adds to Spindler and 
Louise's (1987) and Johnson's descriptions of ethnography is an emphasis on "the context 
and meaning" of the group's cultural behaviour. 
The concept of "culture" in ethnography is usefully discussed by Wolcott (1970), 
Goodenough (1976) and Smith (1996). These writers view "culture" as a broad concept 
consisting of "interacting individuals, customs, practices, institutions, events" (Wolcott 
1970:111), and the "concepts, beliefs, and principles of action" (Goodenough 1976:4) 
which the ethnographer has found could successfully be attributed to members of a society 
in the context of his dealing with them (Smith 1996:9). 
In the educational research context, Hornberger (cited in Cummings 1994:689) offers a 
useful description of what is meant by a "cultural group" and its behaviour: 
a cultural group may range from a large community to a single classroom 
group, and cultural behaviour may range from the whole complex system 
of the regular activities of a large community to a single event or series of 
events as in a teaching/learning (or testing) program. 
This particular educational ethnographic case study focuses on the regular practices of a 
small group of teachers in an ESL progress testing program in a particular African 
school. It looks at language progress testing as an "enculturating process" (Spindler 
1982:2) generating and reflecting a system of practices. These include the perception of 
the educational achievements of pupils studying under these conditions (see Nuttal and 
Murray 1986, and Howatt 1984, in section 3.1.1 above), and the expectations and 
methods of the teachers working under these conditions (and the theory which informs 
these: see 1. 3 .2 above). 
3.3 The Paradigm within which the research is located 
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Geertz (1973) refers to ethnography as a complex, multitrait-multifaceted process. 
Spindler's (1982:2) explanation for this is that the objects of ethnographic study involve 
such a complex interaction of highly variable factors and issues that are diffucult to define 
or quantify, or even identify their most important and common elements. For this reason 
it is not possible to conduct ethnographic research within a positivist paradigm, that is: 
proceeding from hypothesis formulation, identifying a research population, taking a 
random representative sample from the population, collecting quantitative data about the 
population sample under very rigorous and precise experimental control conditions, 
carrying out a systematic correlation of the findings/observations, and finally going back 
to the hypothesis to make generalisable conclusions about the entire population based on 
statistical evidence. 
According to Yin (1984) the research procedure described above is so popular in 
empirical research that it is sometimes referred to as "the scientific" method. Yin argues 
that it is futile to apply the positivist method to educational ethnographic research because 
of the high rate of variability of issues focused on in this field of inquiry, which does not 
allow for the taking of a random representative sample from the population. 
The more appropriate research approach in educational ethnography is therefore what 
Delamont and Hamilton (1986:34) refer to as the "metaphysical" multiple technique 
approach, falling within the descriptive-interpretive paradigm. Within this approach, the 
educational ethnographer uses a variety of methods to collect data, usually of a qualitative 
kind, which is then triangulated, analysed, and recorded in the form of a descriptive-
interpretive report. 
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Geertz (1973) writes that the educational ethnographer is guided by the question "what is 
going on here?" In the process of answering this question, the researcher is trying to 
understand how one particular regularly interacting group, in one particular cultural 
context, described in detail, is not only unique, but shares characteristics with other 
interacting groups in similar cultural contexts. This implies that the study of an individual 
educational phenomenon -- such as language progress testing -- could enhance our 
understanding of educational action more generally and, through the systematic and 
reflective documentation of experience, help to develop or refine educational theory in the 
relevant field. 
In this particular educational ethnographic case study, I used a number of data c:ollection 
techniques (see 1.1 & 3.2.1) to attempt to answer Geertz's (1973) question in relation to 
teachers' practices in language progress testing. I invited teachers to reflect upon their 
practices, to describe what they do, to think about the reasons for their practices, to 
identify what they found easy or difficult, to consider suggestions for improvement, and 
to propose solutions to problems. The teachers' responses were compared and verified 
using a variety of methods. 
The limitations associated with ethnographic research and the application of the 
descriptive-interpretive approach have caused considerable concern among scholars. 
Spindler and Louise (1987, in Smith 1996:9) argue that both the ethnographic process and 
the final product will be affected by limitations arising from 
the nature of the problem that sends the ethnographer into the field, the 
personality of the ethnographer, the research subjects, the course of events 
during field work, the process of sorting, analysis, and writing that 
transforms the field work experience into the completed account, the 
expectations for the final account, including how and where it will be 
circulated, and what its intended audience and purposes are. 
The problems arising from these elements of the ethnographic procedure can be summed 
up as researcher and participant subjectivity, bias, and relativity. Participants wanting to 
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present themselves in a better light may become "reflexive" (Delamont and Hamilton 
1986:34), while researchers in pursuit of personal ends they mayor may not be aware of 
may consciously or unconsciously manipulate and misinterpret the data. These problems, 
and potential solutions to them, were described and discussed in the section on case study 
research, at 3.2.1.1 above. As already pointed out, every effort was made to render this 
research project as objective as possible in the circumstances. 
3.4 Research Techniques used in this Study 
In keeping with the requirements for the successful implementation of the interpretive 
research method, a wide variety of data collection techniques was used in this study (see 
3.2.1.2). In this section, the nature, strengths and weaknesses of these research 
techniques are discussed in relation to the ways they were used in this research project. 
3.4.1 Participant Observation 
Participant observation was one of the data collection techniques used. Many writers 
including Geertz (1973), Gearing and Epstein (1982), Spindler (1982), Goetz and Le 
Compte (1984), Delamont and Hamilton (1986), Adler & Adler (1987), Wolcott (1988), 
Johnson (1992), and Smith (1996), have written about participant observation in relation 
to the research they were conducting. According to Smith (1996:5) the aim of observation 
is to discern the cultural context of the behaviour observed and identify 
those mutually understood sets of expectations and explanations that enable 
the ethnographer to interpret what is happening and what meanings are 
probably being attributed by others. 
Delamont and Hamilton (1986:37) express the aim of observation in interpretive research 
more concisely: "to gain understanding not only of overt behaviour, but also of the 
reasons behind that behaviour." This describes precisely the objectives of observation in 
my classroom-based research, in which I attempt not only to identify and describe 
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teachers' practices in language progress testing, but also to interpret these in terms of the 
theoretical frameworks underpinning them. 
Spindler (1982) distinguishes two major varieties of participant observation: active 
participant observation and passive participant observation (also known as non-participant 
observation). In active participant observation, which was employed in this research 
project, the ethnographer ideally makes a study of a cultural system which s/he has 
already been part of. The great strength of this type of observation is that the researcher 
does not lose time establishing rapport with the participants, and finds it easier to detect 
and acknowledge participant reflexivity, i.e. a change of behaviour on the part of the 
participants owing to their being under observation. This benefit of active participant 
observation was foremost in my choice of research field and participants. 
3.4.2 Observation tools used 
Three types of observation tools are recommended by Anderson and Burns (1989): focus 
and rating scales, video and/or audio-tape recording, and note taking. The last-mentioned 
was found to be the most suitable and affordable in this study: within the set-up of 
controlled test writing conditions (Oller 1979), it would have been intrusive and disruptive 
for the observer to have moved from place to place looking for audio information to 
record. Video-recording would perhaps have been preferable to note taking, but could not 
be afforded. Besides, the operation of a piece of equipment very rare in the rural area 
would have had a distracting effect on the mystified pupils. The problem with note taking 
as an observation tool is that the observer may miss something while concentrating on 
writing notes. A wrist watch was also used to record time. 
3.4.3 Intervievv 
My research also relied heavily on the interview, a key, multifaceted research technique 
in ethnographic and other qualitative research fields. 
Several writers cited in Smith (1996) -- Cohen and Manion (1980, 1989, 1994), Moser 
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and Kalton (1977), Adler and Adler (1987), Seidman (1991) and Yow (1994) -- seem to 
agree on the following definition of an interview which he provides: 
anything that intrudes upon the natural setting, and is done with the 
conscious intent of obtaining information directly from the participant/so 
This usually takes the form of a two-party conversation initiated by the 
interviewer who wishes to draw on the participant's value system i.e. his or 
her knowledge, references, attitudes, and beliefs, for any research relevant 
information. (Smith 1996:9) 
Cohen and Manion (1994:243) have identified several types of interviews from which the 
researcher may choose. Whatever the choice, however, Mishler (1991 :28) advises that in 
interpretive research "the interviewer must focus the interview on the content specified by 
research objectives of systematic descriptive prediction or explanation." In keeping with 
this stricture and other requirements of research methodology (see Cohen and Manion 
1994:243), I considered only two types of interview: the structured and the unstructured. 
In the structured interview, the researcher prepares an interview schedule which 
determines the pattern the interview will take. The researcher then follows the order of 
the questions in the schedule; the coding or categorisation of the answers is also 
determined in advance. 
In the unstructured interview, on the other hand, the interviewer may prepare an 
interview schedule for purposes of focusing the interview on some specific content, but 
s/he need not follow the order of questions in the interview schedule. The choice of the 
next question is determined by the interview conditions: these may relate to the discretion 
of the interviewer, or to the type of response the subject has made to the previous 
question. Some questions in the schedule may even end up not being asked if, in the 
judgment of the interviewer, the response to such questions has become irrelevant or has 
come up in answers to previous questions. 
In this ethnographic case study I used the focused unstructured interview. The aim was to 
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use open-ended and unrestrictive questions in order to allow the interviewees to express 
their opinions, attitudes and feelings as freely as possible. Cohen and Manion (1994:243) 
recommend this type of approach, especially "when complex attitudes are involved." 
The major problem with the interview as a data collection technique has been well 
expressed by Seidman (1991 :5): 
Objectivity is a very difficult goal to achieve through interview. Both 
interviewer and interviewee bias and subjectivity can very easily interfere 
with the interview process thus affecting the validity and reliability of the 
information obtained. 
Cohen and Manion (1989) take the argument further when they observe that the 
interviewer may be tempted to structure questions in such a way as to seek answers to 
support his or her own preconceived ideas. And the interviewee, on the other hand, may 
intentionally evade giving honest answers if these do not project a positive image of him-
or herself. In the case of an unstructured interview with open-ended questions it is very 
easy for the interviewee to get off the point, especially when the interview is being 
conducted by a research assistant rather than the researcher himself or herself. 
To overcome these problems, the interviewer is advised to create a tension-free interview 
atmosphere to encourage the interviewees "to reveal aspects of themselves in a more 
humane situation" (Cohen and Manion 1989:319). The interviewer is also advised to be as 
up-front as possible so that the interviewees are as clear as possible about the intentions 
of the research. I have already desribed how "up-frontness" was secured for this project 
by discussing the research and securing the written approval of all the parties concerned 
(see appendix A; 3.1.2). In the two interviews conducted in this research, the atmosphere 
was as friendly as it could have been. Admittedly, some of the questions in the teachers' 
interview schedule sought to evoke a range of reflectional, judgmental and attitudinal 
responses on issues pertaining to the quality of teachers' services, and therefore had the 
potential to impact on personal prestige and job safety. But I made sure that a thorough 
discussion of the research was held well in advance so as to clear any air of suspicion 
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between myself as researcher and them as respondents. 
Cohen and Manion (ibid.) also advise that the interviewer should draw up an interview 
schedule which can be criticised and refined by experts before the final copy is drawn up. 
In the case of my research all interview schedules were discussed more than once with the 
supervisor (see appendices J & K). To keep the respondent on the point, the interviewer 
must intervene from time to time to probe, confirm points or intercept an irrelevant line 
of response. Finally, and very importantly, the interviewer should read as much of the 
available literature on interviewing as possible. 
3.4.4 Questionnaire 
Stenhouse (1987) argues that although, according to Spindler (1982), some research 
techniques such as questionnaires are rarely used in qualitative research, they may 
sometimes be found useful for one or more of their purposes: to obtain information 
concerning facts or the beliefs, practices, feelings and intentions of participants. In this 
research a very short structured questionnaire was used to obtain factual information 
about teachers' pre-service training backgrounds, their working experience and 
conditions, and their teaching resources. To achieve this objective, easily analysable, 
close-ended questions were used in the questionnaire (see appendix H). 
3.4.5 Audio Equipment 
The type of audio equipment used in this project has been described above (see 3.1. 5). It 
was used in only one of the two interviews conducted, with the explicit permission of the 
participants involved. The reasons for recording information include the need to preserve 
evidence that the research was carried out, should such evidence ever be called for. It 
also makes data available for anyone wishing to check the findings and helps to make the 
interview process natural and conversation-like. With recorded information, the interview 
scenario can be re-enacted as frequently as is desired, during which time minute details 
that could not be picked up during the interview might be recognised. 
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According to Cohen and Manion (1989), besides the danger of equipment malfunctioning, 
a major problem with recorded information is that an analyst who was not part of the 
recording process may easily miss out on contextual data. 
3.4.6 Written documents 
According to Tuckman (1978), another valuable way to obtain relevant research 
information is by collecting and analysing written documents for specific information. 
Quite a number of written documents were used in this research. These included official 
documents such as the syllabi, the guideline document to the CLT approach, the official 
document on continuous evaluation, and other relevant documents such as samples of test 
papers, marking schemes, mark schedules, and marking grids. 
Documents provide evidence which can easily be checked. Of course, the researcher must 
be equipped with the requisite analytical skills and be clear about what s/he wants and 
know how to arrive at it. In the interests of transparency and explicitness many of the 
documentary sources of information used in this study have been appended to this 
research report. Since qualitative research tends to draw upon a tremendous quantity of 
such data (see 3.2.1.2), it is impossible in practical terms to present everything. For this 
reason I have in some instances had to select a representative sample to append, e.g. in 
the case of the teachers' testing documents, and in other instances to offer abridged 
versions, such as in the case of the transcription of the interview with the teachers. 
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CHAPTER FOUR 
RESEARCH DESCRIPTION AND DATA ANALYSIS 
4.1 Introduction 
In this chapter I set out to pull together my field experience from which, through a 
gradual process of analysis, and in the light of the theoretical and methodological 
considerations described in chapters two and three, I attempt to build up a comprehensive, 
critical, descriptive-interpretive research report: the ultimate product of this ethnographic 
case study. This report will form the basis for the conclusions, suggestions, 
recommendations and proposals for further research made in chapter five. 
I shall proceed by, first, describing what goes on in the classroom during a test 
giving/writing process, which I try to understand in the light of the theory and tenets of 
the CA to language testing. Secondly I examine and analyse teachers' testing documents: 
the question papers, the marking schemes, mark lists, and marked scripts, as part of the 
critical reflective process of the research project. Thirdly I describe and analyse the short 
questionnaire completed by the teachers, with the aim of gaining a richer understanding of 
the identity of the teachers whose language testing practices are focused on in this 
research project. Fourthly, I examine the official documents, and fifthly, give an account 
of the interview with the subject adviser, in both cases to try to access the extent to which 
curriculum design, educational planning and administration influence teachers' practices in 
language progress testing. Lastly, I bring in the invaluable voice of the teachers in an 
interview situation because, in the consultative spirit advocated by Delamont and 
Hamilton (1986), I regard this as the appropriate place for teachers to reflect on, describe 
and evaluate not only their language testing practices but also the interpretation of these 
by the researcher. I also thought this a strategic point to solicit teachers' 
supplementations, corrections and criticisms of my findings -- in recognition of the need 
to be consultative in descriptive-interpretive research (see 3.2.1.1. ii), in 
acknowledgement of the subjective limitations of the research (see 3.3), in response to the 
ethical appeal for openness, explicitness, and transparency, and in line with the working 
of multi-faceted, multiple-method ethnographic research. 
But as pointed out previously, the semblance of orderly procedure described above is 
more representative of the researcher's mental design for the research report than the 
actual data collection process in the field. It must be said, however, that order in the 
report which follows is sometimes compromised in favour of the triangulation of 
information obtained through different research techniques. 
4.1.1 Observation 
In this research project, observation as a research technique was used to "allow cultural 
activities to talk" (Smith 1996:4), enabling the researcher to identify teachers' 
contextualised, naturally and habitually occurring testing practices, which could then be 
interpreted in terms of the theory and tenets of the communicative approach to language 
testing. 
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The type of observation applied in this study and the reasons for its choice, the categories 
and/or aspects of cultural behaviour and the contexts focused on in this observational 
exercise, and the observational tools used, are all discussed in chapter three (3.4.1 & 
3.4.2). 
4.1.2 Observation report 
Four one-hour language progress test giving/writing sessions were observed, at the rate of 
one a month, one in each of the streams A, B, C, and D, involving each of the four 
teachers offering ESL in the five streams of the grade ten class. No observations were 
made in the fifth stream: this would have meant observing the same teacher in action 
twice, which may well have induced reflexive behaviour on the second occasion (the 
teacher being primed by the experience of the first observation exercise to have some idea 
of what the researcher was looking for). 
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I refer to the observed tests as one, two, three and four, according to the sequence of 
observation. Because the four sessions had much in common, after my detailed report of 
the first test observed I omit description of much that is repeated and focus rather on the 
unique elements in each successive test. 
4.1.3 Test one (Appendix B) 
This observation takes place in the month of February in stream D of the grade ten class. 
It has forty-two pupils in a relatively small classroom (originally planned for 30 pupils). 
The pupils are sitting two per desk, their school bags either on top of their desks, or on 
the floor just next to them. I am inside the classroom, standing against the wall at the 
back of the classroom. I am holding a pen and a notebook ready to take notes (see 3.4.2). 
I am considering passing slowly around the classroom, casting a curious eye at the 
teacher, the pupils, the question papers, and at the watch. A male teacher is standing in 
front of the classroom behind his desk, a heap of papers on the desk. He has Practical 
English at university level and six years' teaching experience, all of it teaching ESL to 
grades ten and eleven. 
The time is 8:57 a.m. The teacher initiates communication by calling for attention: 
"Listen, silence everybody", he calls out loudly, but the pupils continue talking. "Keep 
quiet everybody!", he shouts at the top of his voice, assuming a show of anger on his 
face. And there is instant silence. Then follow a few orders and threats: "You are going 
to write a test over the next two periods. You must clear your desks of all the books 
except the test books. Anybody without a covered test book will not be marked. And 
anyone caught copying will be severely punished." The atmosphere is very tense now and 
orders are executed in total silence. 
After this communication the teacher keeps quiet, signalling to me to help with the 
distribution of the question papers. By 9:03 we are done. The teacher resumes his 
position of control in front of the class and sits down on his chair. For the next few 
minutes, he casts a fear-inducing and searching gaze at the pupils, apparently with intent 
to identify wrong doers. It is now nine minutes into time, and no instructions have been 
given to the pupils to start writing. A few of them have started, while others are still 
looking at the paper, apparently waiting for the order to start. Then comes the signal: 
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"What are the rest doing, why don't you start, Peter? You have only one hour and no 
extra time this time." In the next two minutes everybody has started working. At about 
the same time a few pupils started tearing pages out of their test books, apparently 
because they have started off wrong. I notice at least five such pupils within a few 
minutes, and I wonder why they don't cross out only what has been done wrong, correct 
it, and continue working! I am made to understand the reason only after the exercise: 
"We deduct marks for dirty work, so they wouldn't like to take a chance." 
The test is relatively short, a fifty-mark, two-page question paper to be answered in one 
hour. It is handwritten on a hand stencil which is duplicated to produce enough copies for 
all the pupils. But poor duplication has made some of the scripts almost illegible, while 
others are fairly legible (see appendix B, test 1). This alone exposes the pupils to 
inequality of opportunity! Although it was not the aim of this observation exercise to 
analyse the question paper, at face value, the paper appears sufficiently demanding to 
warrant fifty marks. 
As the pupils work through the question paper, I notice them leaving many blank spaces: 
pupils seem to proceed according to the order of the question paper, answering those 
questions they know, and for those they don't know, writing only the question numbers 
and sub-numbers, skipping an estimated sufficient space, and going on to the next 
number. One wonders why they are not taught to begin with the numbers they are sure 
of so that their work is one continuous block of script! Another interesting observation is 
that almost all of them have gone for the few objective questions about the comprehension 
passage, in spite of the fact that on some question papers the passage is not clearly 
legible. They appear to have attempted it in about the first fifteen minutes. Is this because 
the task is easy, or because it can be guessed? 
It is 21 minutes into time, and ever since he reprimanded the students for taking long to 
start, the teacher has communicated neither with the class as a whole nor with any 
individual pupil. He hasn't even bothered to walk around in the classroom to make 
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himself available where he might be needed. He is still posted on his chair from which, 
from time to time, he projects a searching gaze around the classroom. About this time a 
pupil raises her hand, which remains unnoticed for about a minute. Then comes the 
response: "What is the problem, Nazo?" "Sorry teacher, must we write symbols there in 
number 1.5?" inquires the pupil. The teacher takes a quick look at the question paper, 
and in a way distracting to the whole class he retorts: "Have you read the instructions? 
You must always read the instructions. Look there, what do they say? I need symbols 
only in that number. Symbols only unless you are going to mark yourself." 
Moments later the pupil who has asked the question tears a leaf out of her test book and 
spends a few minutes copying something from the loose sheet into the test book. About 
three other pupils who have been listening follow suit, but the rest ignore the teacher and 
work on. 
By the end of the 24th minute several pupils have stopped writing, closed their books and 
are sitting idle at their desks. It appears they are afraid of handing their books to the 
teacher and going out. By the 27th minute many more have finished and the teacher has 
realised this and gives his final order: "Those who have finished must bring their books 
and go out." 
This raises a few questions for me: Why did the pupils finish so quickly, in less than half 
the time? What do the pupils know about the proper utilisation of time in the writing of 
tests, or the teachers about the role of time when they are setting the test? What are the 
implications of this for the quality of the test and the answers to it? These questions 
would come up later in the discussions and interviews with the teachers. By the 29th 
minute everybody has finished and gone out of the classroom. And the teacher is still 
seated at his desk, trying to arrange the books in preparation for leaving 31 minutes 
early. 
In chapter three I pointed out that discussion of the information collected with the 
research subjects would be an important tool for the enhancement of the reliability of data 
in this study (see also 3.1.3 & 3.2.1.1. ii). And it was in this light that I seized the 
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opportunity of the remaining 31 minutes of the period to try to discuss a few observations 
with the teacher. First I asked him why most of the pupils seemed to have finished so 
fast. His reply was that "Most of the time it is those who have found the test very 
difficult, and those who are naturally lazy and do not have anything to write." This 
seemed to make some sense, because I had noticed many pupils leaving a lot of blank 
spaces in their scripts. But one would still want to know why they found the test difficult, 
or why they appeared to be demotivated. Secondly, I asked the teacher's opinion about 
the quality of the print on the question paper, in response to which he admitted that there 
was a problem. "Some of us are not good at typing, and it may take us a whole weekend 
to type a small question paper. But there is nobody prepared to sacrifice that amount of 
time, given the pressure of the work and our private problems. So we resort to hand-
stencils. " 
4.1.4 Test two (Appendix B) 
Test two is written during the month of March in stream A of the grade ten class. There 
are 23 pupils in the classroom, and I have counted up to 28 chairs which are not 
occupied. I am later made to understand that this class has a roll of 51 pupils, of whom 
55 % happen to be absent today. A male teacher is sitting at his desk in front of the 
classroom looking at one of the question papers. He has English III and two years' 
teaching experience, teaching ESL in grades 8, 10, and 11. About three times, he has 
walked from his desk to the door, apparently to see whether there are still some pupils on 
their way. The teacher checks his watch: the time is 10:03 a.m. He faces the class and 
greets them, and asks them about their friends who are not yet in the classroom. He is 
told they are absent and he says, "Well, we are not going to keep on waiting for people 
who have told themselves that success in academics is none of their business." And in a 
rather imperative tone, he continues: "You are going to write a test over the next hour. I 
don't want to see any other books on your desks except your test books, and I hope those 
sitting two at a desk are not going to attempt to copy. And before I distribute the question 
paper I should expect everybody to keep quiet." The pupils are absolutely quiet by the 
time the teacher walks around the class to distribute question papers to them. I have 
decided to remain in position at the back since the teacher has not asked me to help with 
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the distribution of papers, but when he goes past me I stretch out my hand for a copy of 
the question paper, which I am given. 
The time is now 10: 12 a.m., everybody has received a paper, and the teacher is back in 
his position in front of the class. The teacher looks at his watch, and at the pupils; he 
notices that some of them have already started writing and as if for the sake of those who 
have not yet started, he says, "The time is a quarter past ten, you may now start writing." 
The teacher spends the next few minutes going through the question paper at his desk. 
When he raises his eyes he notices a pupil who has not yet started writing. For the last 
five or so minutes I have been looking at this child trying to signal to her friends to lend 
her a pen. She can neither talk nor move about in the classroom, so friends who might 
help have not seen her. This is definitely an individual problem, but the teacher addresses 
her from his desk, "And what is your problem, Piko?" "I borrow a pen, teacher", she 
answers. "Why did you not carry your pen, can you go to work in the garden without a 
spade or hoe?" fires back the teacher. Most of the pupils are now looking at this pupil 
who is visibly terrified, but at least she has secured permission to go around the class to 
borrow a pen. By the time she gets one she has lost about six minutes of working time. 
The question paper seems to have face validity: it is typed and well duplicated and its 
instructions, sections and numbers are clearly distinguishable. For the moment, I refrain 
from comment on the material content of the paper, which belongs in the section on 
question paper analysis. The pupils seem to be working through the 50 mark paper with 
relative ease: most of them appear to be concentrating, and I have seen only two of them 
tearing pages out of their test books. The teacher has not been called upon to clarify 
anything. Of some concern, however, is the observation that by 10:47, most of the pupils 
have finished writing, and when the teacher calls for the books of those who have 
finished two minutes later, the whole class heads for the teacher's desk to hand in their 
work and go out. The pupils have worked for a maximum of 34 minutes on a paper 
which I had feared to be too weighty for 50 marks. 
In the remaining eleven minutes I managed to discuss two issues arising: firstly, I wanted 
a second opinion as to why most pupils were not using their time properly. This teacher's 
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response was not very different from the one I had got during the first observation: 
"Probably they don't have enough to write, I don't quite understand why! There must be 
a problem because they always write shallow answers. All teachers complain!" Secondly, 
I wanted to know why the teacher had decided to give a test to less than 50 % of the 
class. The response was not hesitant: "You cannot afford to wait for everybody! You will 
never have them all. They are so irregular at school, and some of them do it deliberately 
to avoid a test." "So how are those who have not written affected eventually?" I probed. 
And the teacher pointed out a range of things that may apply to them: those who have a 
good reason for being away may be allowed to write the same test the following day, the 
others may simply be marked absent, or given a class average depending "on the nature 
of their case." I was left wondering what these words meant, but I couldn't ask further 
lest I be considered too inquisitive (see 3.4.2 for comment on the ethical constraints of 
my position as HOD/researcher). 
4.1.5 Test three (Appendix B) 
Test three is written in the month of April, in stream B of the class focused on in this 
study. The class has a roll of 42 pupils, of whom 24 % are absent on this day. The pupils 
are already seated by the time I walk into the classroom just behind a female teacher. I 
pause for a few seconds in front of the class as the childeren stand up to greet us, after 
which I procede to my observatory position at the back of the classroom. In this school, a 
female teacher is referred to as "mistress" (or "miss") and it is only her male counterpart 
that is conventionally known as "teacher". In this study I have tried not to deviate from 
referential conventions. Thus the mistress giving test three has English I at university 
level and five years' teaching experience, for three of which she has been involved in the 
teaching of ESL at grade ten and eleven levels. 
On this occusion the mistress goes through the initial communication with the pupils in a 
way and tone not different from the those described in tests one and two. The test is 
meant to be written between 8:00 a.m. and 9:00 a.m., but the general assembly and the 
late duplication of the paper have delayed the exercise by 10 minutes. The hand-scripted 
paper is looking so horrible after duplication that the mistress feels she needs a few more 
minutes to go through checking for areas that might need correcting. These have turned 
out to be so numerous as to discourage any attempt to correct them. Asked about the 
quality of the print, the mistress made a lengthy response in an apologetic tone: 
To be sincere it was very poor. And especially on page 2; about three 
quarters of the page was not clear. Sincerely I felt discouraged to start 
correcting it. I imagined it was going to take up all the time. I hoped the 
pupils' copies were better than mine, but that was wishful thinking. I told 
myself I would go around the class clarifying things for those who raised 
questions. You see we don't have the right pen to write on the hand 
stencils . . . I hope your research will solve some of our problems . . 
The mistress's own corrected copy, indicating the amount of correction carried out, is 
appended at the end of this research report. 
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By the time the pupils start writing it is 19 minutes into time. The mistress has advised 
the pupils to ask for clarification of illegible words, especially in the question section. 
And only a few minutes later a few hands are raised, which become more and more as 
time goes on. In some cases the mistress is physically doing the correction herself on the 
question papers of pupils, until in the 26th minute she identifies a more problematic 
section which she rewrites on the board. This claims a whole three minutes of the pupils' 
time, but at least it reduces the volume of inquiries significantly. But there is still a pupil 
who has got her hand up. Her problem is different and more urgent, but she has been 
drowned in the common problem. Most probably she has had her hand raised since the 
19th minute when writing started, but she has not been noticed. The pupil has forgotten 
her test book, and she wants to ask for permission to use a loose piece of paper to write 
her test. And this means that all this time she has not yet started writing! "Yes! yes!", 
says the mistress as she pats her back and bends down to speak to her individually. "And 
you should have told me a long time ago, or you should just have written and told later. 
Hurry up anyway." And she goes on and draws her attention to the corrections on the 
board and advises her to ask immediately if she needs more help. From time to time 
throughout the session the mistress monitors her progress. 
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This particular paper is out of 100 marks. The time allocated is not indicated anywhere 
on the question paper, but the pupils have been told that they are going to write a test 
during the first two periods, i.e. from 8:00 a.m. to 9:00 a.m. The time now is 8:50, and 
the pupils are still working, with the exception of two or three who may be finished or 
just resting. I am expecting the mistress to extend the time due to the many interruptions 
that have been experienced during the course of session, but she has not yet done so. As I 
consider what questions I am going to discuss with the mistress, the 9 o'clock bell for the 
change of periods rings and I am shocked to see about half the class getting up from their 
desks and heading for the mistress's table with their test books. I look around the class 
and what I see are pupils hurriedly drawing lines separating different questions in their 
test books. Hardly any of them are still writing. Within the next three minutes all the 
pupils have rotated to another classroom for the next lesson. 
The mistress is in a hurry to get out of this classroom because other children and their 
mistress are waiting to enter, and I have a double period with a matric class a block 
away, so I don't get the chance to discuss anything with her. But the questions which 
raise themselves are: Should there be no difference in terms of time allocation between a 
50 and 100 mark test? Secondly, shouldn't the pupils be reminded from time to time of 
how much time they had used and what they had left? Thirdly, had these particular pupils 
gone out because they had finished or because they had to rotate to another classroom? I 
hoped to bring up these questions later in the interview with the teachers. 
4.1.6 Test four (Appendix B) 
Test four is written in stream C of grade ten in the month of May. The class has 30 
pupils in all, just the ideal teacher-student ratio in these schools. But the reason for 
keeping the class at this size, as I was told later, is that it is a special class: pupils in this 
stream, both males and females, are doing typing, accounting and home economics in 
addition to the three languages. The school has only 32 typewriters, of which one is for 
the mistress and 31 for the pupils. This limitation was crucial in obliging the circuit 
administration and parents to allow the principal to maintain that particular class at that 
size. 
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The test is scheduled for the first two periods after the lunch break, i.e. 11 :40 a.m. to 
12: 40 p. m. But the pupils tend to drag their feet to class at this time of day. This time the 
mistress has also come in 8 minutes late from the direction of the duplicating room. She 
finds me and a few pupils in the classroom and hurries to the back to tell me she has been 
trying to get help with duplicating the paper, but that the teacher in charge was not 
available until the last minute of the lunch break. Then she hurries back and stands at the 
entrance so that the pupils who are late can see that she is waiting for them. The class is 
full within the next 3 minutes except for one pupil who is, however, known to be around. 
The mistress has quickly called for silence, she has rushed out at those who have come in 
late, and she goes on to recite the pre-test set of instructions in the same tone as 
previously described in tests one and two. 
The mistress, a teacher training graduate with Special English III, teaching experience of 
five years, and a similar period in the teaching of ESL, has assumed a look of seriousness 
which she maintains to the end of the session. While the distribution of question papers is 
still in process, the outstanding pupil comes in running. The mistress halts the process 
and berates the pupil for latecoming, without giving her a chance to explain why. By the 
time she sits down in her place she looks terribly humiliated. 
By the end of the 17th minute every pupil has started writing. This 100 mark paper is 
also written on a hand-stencil. The duplication is also poor, although the pupils appear to 
be working through it steadily as if they are used to this kind of situation. Much of what 
happens during the session is similar to what has already been described in the previous 
tests: this mistress, although not rooted to the control centre of her desk, is moving 
around the classroom with a look of great seriousness, presumably intended to intimidate 
those who might be tempted to copy. No mention of used or remaining time is made. At 
12:36 p.m. the last pupil is walking out of the classroom, which means that the slowest 
pupil has worked for 39 minutes instead of 60. 
There are some four minutes left but I don't have any question about this particular test. I 
have discussed similar cases with other educators before. But since the mistress is now 
asking whether I have a question, I decide to squeeze in one I had no opportunity to ask 
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at the end of the last observation (test three). "Do you think both a 50 and 100 mark test 
should be allocated equal time?" I ask. And she responds: "I personally have never seen a 
monthly test of more or less than one hour. Or what do you think?" But' before I respond 
she continues, as we walk out of the classroom: "but bothering about enough time causes 
you headache for nothing. These pupils, even if you give them 30 minutes, they will 
finish before the end." "But why?" (I hasten to exploit this opportunity.) "I don't know, 
they are just like that." I thank her and we take different directions. 
4.2.1 Analysis and interpretation of data 
As stated in 4 .1.1 the aim of the classroom observation was to identify teachers' testing 
practices so as to interpret them in terms of the theory and tenets of the CA to language 
testing. The pattern of behaviour recorded below was noted in all or at least most of the 
observation sessions described above. 
(i) Testing atmosphere 
It was noted that throughout the tests observed the test giving/writing atmosphere was 
tense rather than calm and conducive to free, critical, and creative expression. In all their 
initial pre-test communication with the pupils the teachers/mistresses intimidated the 
whole class by the manner in which they called them to silence and delivered a chain of 
instructions and threats of punishment, e.g. "You must clear your desks of all books" and 
"anyone caught copying will severely be punished." 
(ii) The teacher's role 
In three of the four testing sessions observed the teacher's role was manifestly to control 
and instruct rather than facilitate. This is reflected, in tests one and two, in the way in 
which the teachers posted themselves in their position of control, from where they cast 
fear-inducing looks at the pupils, ostensibly to catch them or deter them from copying. In 
test four the mistress attempted to achieve the same effect by moving around silently with 
an intimidating look of seriousness. It was only in test three that the mistress appeared to 
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playa facilitating role, moving about the classroom trying to make her test more legible 
to the pupils and responding kindly to the pupil who wanted to use a loose piece of paper 
to write her test on. But one could argue that she may have changed her attitude because 
she felt accountable for both situations. 
(iii) The role of progress testing 
None of the four teachers seemed to have made use of the diagnostic and washback 
properties of language progress tests. There were obvious problems: for example, pupils 
tearing pages out their test books because of slight mistakes, leaving a lot of blank spaces 
in their books, and using on average only 55 % of the time allocated. Asked for reasons 
for this, teachers didn't seem to know: "I don't know, but there must be a problem", was 
the response of a long-serving mistress when asked why pupils did not utilise their time 
properly in test four. This means that these teachers had not bothered to use their 
previous tests to identify pupils' test writing problems and help them to overcome them, 
or even to think about the time allocated and revise their estimates of how long questions 
would take to answer. 
(iv) Types of questions 
Although it was not the aim of the observation exercise to investigate question paper 
content, the fact that all four teachers were seriously concerned about deterring pupils 
from copying (all of them uttered threats about punishing cheats and thereafter kept on the 
lookout for culprits), leads to the inference that the tests were for the most part structured 
atomistically, eliciting answers which could easily be copied. This kind of situation 
usually applies to the discrete point and cloze types of tests which are characteristic of 
the structuralist and psycholinguistic-sociolinguistic approaches to language testing (see 
2.4.2 & 2.4.3). 
4.2.2 Conclusion on observations 
From the foregoing analysis and interpretation of testing practices in the four observations 
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made, it appears that the teachers were far from implementing the CA to language 
testing. This would have required on their part a more facilitative, tension-free, pupil-
centred approach to language testing (see Barkhuizen 1993). The teachers also showed no 
sign of having used previous language progress tests to diagnose and address pupils' test-
writing problems -- such as using their time properly, starting with the easy questions, 
correcting an error without tearing the offending page out. The characteristics manifested 
by the teachers were more akin to the teacher-centred structuralist approach to testing, in 
terms of which the pupil is expected simply to reproduce in testing the knowledge 
imparted in teaching. 
4.3 Analysis of teachers' testing documents 
In sections 2.4.2, 2.4.3, and 2.5.2 I reviewed three major trends of thought about second 
language acquisition, which in the 20th century have underpinned trends in second 
language teaching and testing (see Upshur 1969). In analysing the teachers' testing 
documents, and especially the question papers, the marking schemes, and the marked 
scripts, I have been concerned to explore and illustrate the extent to which these 
documents exhibit tendencies characteristic of one or other of these schools of thought. 
To achieve this objective I have been guided by questions such as: What test types do 
papers combine, what order of questions is most prevalent, what expected answers have 
been projected in the marking schemes, how much room is there for the pupil to deviate 
from the expected answer, what cognitive challenge do the questions offer the pupil, and 
to what extent is the test task content relevant to the testees' future communication needs 
in a real-life situation. 
4.3.1 Gaining access to the teachers' testing documents 
Although, as is claimed in section 3.1. 2., I had based my choice of research participants 
on their willingness to participate in the research, when the actual field work started and I 
requested the testing documents I met with some resistance. Among the promises and 
excuses I often heard were: "Sorry, I forgot the marking scheme at home"; "I have 
misplaced the question paper, I will give it to you as soon as I have found it"; "I will 
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give you the mark schedule as soon as I have entered the marks from the pupils' books"; 
"I have something to correct on that list, I will send it to you soon." Although at times I 
had teachers giving or sending me documents before I requested them, or giving them to 
me on the first request, I generally only got documents on the second or even third 
request. I was inclined to think that these evasive tactics were inspired by teachers' 
anxiety about what exactly I was going to do with the data I was collecting. At one point 
a teacher said: "I hope whatever you are going to do with all this material has nothing to 
do with us as grade ten teachers of English!" I had to reassure her and even suggest that 
before they gave me the documents, they had a right to erase any information that 
identified themselves, their class or the school. Some teachers were not very confident 
about the quality of their papers: for example, after handing in his paper to me one 
teacher said, "I am sure you are going to find something wanting about that paper: I 
myself was not quite satisfied with it after setting it." Other teachers did not have 
anything to submit. Having been asked three times for a marking scheme one teacher 
said: "For this particular test I actually didn't need a memo so I didn't write one, I knew 
everything off by heart. " 
The hardships of acquisition notwithstanding, I collected 12 question papers out of the 16 
anticipated. The papers were collected at the rate of one per stream per month. The two 
male teachers each failed to give me two of their papers, although other records such as 
mark lists and test books showed that the tests had been written. It became both nagging 
and a matter of ethical concern for me, given my position as an HOD-researcher, to push 
beyond a third request for these test papers. 
Having obtained a working amount of data, however, I labelled my question papers A to 
L for referential convenience, since in most cases the head information, including dates, 
had been erased by the research participants: my feeling was that the restoration of these 
dates for referential ease might constitute an ethical offence against the research subjects. 
Of the twelve papers obtained only 8 had marking schemes or memos as they are called. 
The mark lists were available for all the classes, although the teacher teaching two 
streams gave me lists for only one of her streams. She claimed that the outstanding list 
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had been borrowed by the grade ten E class teacher, who was having trouble finding it. 
On three of the four mark lists teachers had placed the 100 mark monthly record for May 
after the 300 mark mid-year (semester) record for June. Asked why, one of the teachers 
responded: "By the third week of May you are so pressurised for setting the mid-year 
examination that the marking and recording of the May test sometimes escapes your 
memory, and you remember it only when you need to submit the half year mark to the 
HOD or principal for that matter." As regards the pupils' test books, I requested a sample 
of two books per class: I asked teachers to pick what they considered to be two 
distinguished students from two streams, two average students from two streams, two 
weak students from two streams and an arbitrary choice of four books from the other two 
streams, which made a total of ten -- two from each of the five streams. I hoped thereby 
to be dealing with a reasonably representative sample. 
My agreement with the teachers was that they would give me the records as they were, or 
with the "undesirable" information already erased. Their preference for the latter 
alternative was sometimes too enthusiastic: they cleared all the head information off the 
document, so that I had to rely on the body content to relate the record back to grade ten. 
In most cases, the teachers asked me to photo-copy the document and hand him/her back 
the original. Where possible, however, I preserved as much of the information about 
class, stream, and date on the document as I could, and only eliminated sensitive 
information about the teachers', pupils' and school's identity. 
4.4 Analysis and interpretation of the test documents 
I analysed all the test documents collected. I thought that the quantity of data was handy 
enough for analysis in its totality, and my feeling was that a reasonably complete picture 
of the situation obtaining would emerge. 
4.4.1 Analysis and interpretation of question papers 
(i) Composition, letter and short writing topics 
Three out of twelve question papers have open-ended questions of the kind mentioned 
above (see 4.3). And these were set by only two teachers, for only two streams out of 
five. In all three papers there are five essay or composition topics, one short writing 
topic, two formal and two informal letters. Four of the five composition topics are 
essentially narrative in form: they require the pupils to recall and recount a past 
experience. The remaining composition topic is discursive: it requires the pupil to 
challenge the culturally fixed roles of the man and woman in the rural setting -- the one 
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in the garden, and the other in the kitchen. Three letter topics out of four are also 
narrative: the pupil is required to retrieve information about recent events and relate it to 
a friend, a sister, and the police. Only one letter topic involves persuasion, although the 
appeal it is supposed to make is also based on the recall of (fictitious) recent happenings. 
The short writing topic is about taking the minutes of a recent meeting. Obviously here 
too memory testing is involved in addition to the testing of an important real-life skill (see 
appendix L for a list of these open-ended questions). One of the three papers featuring 
these topics didn't have a marking scheme at all. The two that did, did not have a 
marking grid for composition. Only one paper had a brief marking grid for the letter, 
indicating marks allocated to its different structural components: address, salutation, 
body, conclusion. It does not indicate how marks are allocated to quality of expression 
(see appendix D for a copy of the type of composition and letter marking grid prescribed 
for use). 
(ii) Comprehension 
All the papers but three have a comprehension task which, in all cases except three, 
consists of a comprehension passage followed by comprehension questions. In the three 
exceptional cases, comprehension texts are followed by language questions based on the 
passage. Three comprehension texts from three different question papers have neither a 
title nor a question relating to the possible title of the passage. In seven out of nine cases, 
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the comprehension texts are very short, ranging between two short paragraphs and half a 
page. In the other two cases texts cover one full page. It should further be noted that 
although some three comprehension texts (tests A, D, and J) addressed contemporary 
concerns such as flying aeroplanes (D), drugs (A), and alcohol (J), there were many 
passages which were not stimulating: most of them were extracted from folkloric or 
fictional stories, dealing with baboons and mealies (H), the unwise shepherd (H), the 
death of an old wise father (C), the flying diamond (G), the leopard and baboons (L). 
Finally, I think it is noteworthy that the teachers (except one, test L) did not acknowledge 
the sources of their texts. Did teachers give any thought at all to the appropriateness of 
the texts to the level of their pupils' maturity (Weir 1987)? Were the teachers actually 
aware of their sources? Where did they expect the pupils to find the original sources 
should they have been motivated "to carry on with their learning process on their own 
long after the language task had ended" (Maley 1986:89)? 
The questions based on all the comprehension texts fit into what Reynolds (1995) 
subsumes under low to middle order categories: objective questions in tests A & D, and 
several yes-or-no answer questions. For example, in test C, comprehension question 6 
runs as follows: "Was his (Amodi's) father alive?" -- and the answer from the marking 
scheme for the paper is "Yes." Question 7 in the same paper is exactly the same: "Did he 
recognise Amodi immediately?", the answer in the memo being "No". Others are closed 
questions requiring one word, one phrase or, at most, one sentence answers. For 
example, in question paper G, comprehension question 2 runs thus: "Where does Mrs. 
Perkins hide the diamond?" The answer most pupils gave in their test books is: "in the 
clock," a phrase answer. The next question in the same paper asks the name of Mr. and 
Mrs. Perkins' daughter, and the answer to this is only one word: "Polly." It is probably 
true to say that all the questions in all six of the question papers with comprehension 
passages require only straightforward, surface comprehension and elicit closed answers. 
(iii) Language tasks 
With one exception, the test papers analysed have large sections based on the formal 
grammatical aspects of language: vocabulary, spelling, punctuation, and syntax. In some 
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cases these tasks, usually in a section entitled "language", claim 50% of the paper and 
more. In question paper A, the language section is allocated 25 marks out of 50, in paper 
E, 40 out of 100, in paper F, 30 marks out of 50, in paper I, 50 marks out of 50. The 
teachers are so overtly specific about the formal discrete language aspect they are testing 
for that there can be no doubt as to the language theory informing their practice: the 
structuralist view of language testing (see 2.4.2). The sub-section instructions in these 
tests are revealing: "Write the following sentences in indirect speech" (test D, five 
questions); "Complete the following sentences by using the correct preposition" (test B, 
six questions); "Give the correct form of the verbs in the brackets" (test C, five 
questions); "Choose the correct spelling ... " (test A, five questions); "Punctuate the 
following passage" (test A, five marks); "Change the following sentences into the 
continuous tense" (test G, six questions), etc. The cloze test so popular in the 
psycholinguistic-sociolinguistic testing tradition (see 2.4.1) appears occasionally, e.g. test 
I, questions 3 & 4, and test A, question 4. But such examples were so rare in the 
question paper sample that it would appear that teachers are not familiar with the testing 
theory it embodies. 
Of notable interest too is the extent to which teachers used contrived, decontextualised 
sentences to test the formal aspects of language. Examples of these are everywhere to be 
found: in test E, question 5, the sub-section instructions are: "Begin the following 
sentences with the underlined words." Sentence C runs as follows: "The jackal is catching 
ten sheep." The answer in the marking scheme is: "Ten sheep are being caught by the 
jackal." One wonders under what circumstances grade ten pupils are likely to need to use 
such a sentence, or others like it, in a real-life situation that the communicative approach 
to language testing aims to approximate as closely as possible (see 2.5.3). 
(iv) The literature tasks 
One test paper out of a 100 marks (test K) is entirely on literature. Although there are 
two books prescribed for grade ten, a novel and a poetry anthology, test K is set on the 
novel only. There are nine other tests with literature tasks, all of them set on the novel 
Comfort Herself by a Ugandan woman writer, G. Kaye. 
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Only one paper out of ten (test J) has a small sub-section on two poems from Poetry 
Quest, an anthology edited by a South African, P. Southey. Unfortunately this sub-section 
is one of several in this particular paper which are unscored. In the other papers, the 
literature section comprises between 20% and 40% of the paper. The obvious imbalance 
between literature tasks based on the novel and those based on poetry is cause for 
concern. If some washback effect can be assumed (see 2.3.3, iii & iv), does this not 
mean that the preference for the novel is also present in the teaching? I had already 
conducted my interviews by the time this question came up, so I opted to raise the matter 
informally (I had made provision for discussing my findings from time to time with the 
research participants (see 3.1.3). One teacher responded: "Well, with the novel you 
understand the story easily, you enjoy it, you and the pupils enjoy the story and 
somewhere between the book you begin to understand the themes etc. even if you didn't 
have a study guide at the begining. But poetry is hard. The pupils do not enjoy it. We 
need study guides to deal with it." And in response to a question about how many poems 
they had taught this year, another teacher said: "Not yet many this year. At least not in 
my case. We told you we needed study guides but you have not yet provided us with any 
(the reference to me is as an HOD in the school). The themes and figures of speech are 
difficult to identify without study guides." 
The questions in the literature section, like those in the composition section, all fit into 
the low to middle order categories (see Reynolds 1995), with several questions expecting 
one word, one phrase, or one sentence answers. To give a few examples, the first three 
literature questions in test paper Dare: 
Q.1. Who is Mante's wife? 
Q.2. Who is Ayambi1i? 
Q.3. Who is John's wife? 
The expected answers to these questions, as given in the marking schemes, are 
respectively, "Efula"; "Mante's servant"; and "Winnie". Several other question papers 
have similar questions, e.g. test papers C, F, G, and H. In other cases, low order 
questions are based on vocabulary. For example, in test paper G, question 2b reads as 
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follows: "Give the meaning of the following words ... ", and a list of ten words drawn 
from the prescribed novel follows. Each word is allocated one mark, and in the marking 
scheme only one word answers are given. It is not made clear to the pupils whether they 
have to give the meanings of the words as used in the context of the novel or as defined 
in the dictionary. Although the former seems more likely, it cannot be taken for granted. 
There a few questions which expect answers of up to one short paragraph. But these too 
are based on memory. For example, in test paper C, there are a few questions of the 
kind: "Give the picture of Comfort as given by the author." And the one-sentence, five-
mark answer, a direct transcription from the text to the marking scheme, is: "Her eyes 
were deep black and her hair was thick and springy round her head and she had neat little 
ears and tiny gold earrings. " 
Similar questions appeared in test papers B, H, and J. Like the comprehension questions, 
they were all of the kind requiring closed answers and straightforward surface 
comprehension. There is not a single question relating to the themes of the novel. 
4.4.2 Individual test problems which might have impacted on performance 
In sections 1.3.1 and 2.1.1 I refer to the individual test problems of the kind identified by 
Barkhuizen (1993), which might have had an adverse impact on pupils' performance in 
progress tests. Although the entire Barkhuizen (1993) list (see 1. 3.1) may not apply to the 
tests analyzed in this study, a few of these problems affected a number of the analyzed 
tests in ways and to degrees that are worth noting. Of particular concern to this study are 
typography and lack of clarity of instructions. 
Weir (1990) points out that in order design a communicative test making use of some non 
verbal illustrations that are part and parcel of the present day daily communication 
system, e.g. diagrams and photographs, charts, tables, and graphs, the test designer must 
have access to, and know how to use the appropriate equipment which may include 
photocopiers, typing equipment, etc. Although the school focused on in this study has a 
number of typewriters and at least some limited access to a photocopier, some teachers do 
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not know how to use the former, while the latter is too expensive for the school to use to 
the full satisfaction of the needs of all the pupils. The result of these constraints is the 
production of poorly written papers such as tests C and D in appendix B. The 
comprehension gaps in these tests are illustrated in test C2, the typed version of test C 
(see appendix B). With so many illegible words and punctuation marks, it is obvious that 
such a test will be very difficult for a pupil of limited competence to follow. It should be 
noted however, that some of the tests, including a few written on hand stencils, were 
properly produced and that teachers should be commended on that note (see appendix B, 
tests A, B, and J). For lack of affordability none of the tests used non verbal illustrations. 
In several cases, the instructions in the test papers were obstructive: either they were 
vague or ambiguous, or when carried out, the result didn't make sense. An example of 
clear, precise instructions is found in test A (appendix B), against which instructions in 
many other test papers contrast significantly as the following examples will illustrate. 
In test B, sections B opens with no instructions at all. And at the end of the 
comprehension text, the pupil is not told that the questions that follow are about the 
preceding reading text. The pupil is expected to make the links by himself or herself and 
be unfairly penalised should the wrong links be made. In test D, each of the underlined 
words in the comprehension passage has to be matched with its synonym from a list of 
words given below the text. The instructions run as follows: " Choose from the 
underlined words, the word which has the same meaning in the list given below." This 
sounds very vague although it many be argued that the pupil will use his/her previous 
experience in test writing to interpret it properly. In test G, the instructions at the 
beginning of the comprehension section are also vague: "Read the following passage 
carefully and answer the following questions." This may be interpreted to means that both 
the passage and the questions are following at the same time rather than in sequence. 
In addition to vague instructions are those which when carried out the product does not 
make sense. In test E, question 5, the following instructions are given: " Begin the 
following sentences with the underlined words." Question (a) under the same sections 
runs as follows: A dog bits [sic] him. Thus the underlined word (rather than words) 
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which the pupil has to begin with is "him" rather that its correct form "he". In C2 - the 
typed version of test C, I have also highlighted obstructive omissions of punctuation 
marks, and reporting words after direct speech in inverted commas. Problematic too is 
also a situation whereby a whole test is written in capital letters throughout e.g. test G. 
As pointed out above, all these problems may lead to poor performance in tests. 
4.4.3 Comment on question papers 
The analysis of the question papers has demonstrated that the teachers, whether 
consciously or not, were operating within the structuralist paradigm of testing. In the 
section on composition questions I discussed the absence of cognitively challenging, open-
ended topics and questions which would have given the pupils an opportunity to display 
their discourse, sociolinguistic and strategic competencies (see Brown 1987, Maley 1986, 
and Canale and Swain 1980, respectively). Most of the few topics there were, were 
descriptive, testing pupils' memory of past events and their ability to narrate them using 
accurate language -- qualities which are characteristic of the structuralist approach to 
language teaching and testing which gives insufficient attention to text and genre. What 
were missing were imaginatively explorative topics addressing contemporary socio-
political, economic, and environmental issues and allowing for critical, creative and 
emotional engagement with these issues, thereby enhancing the pupils' cognitive 
development. For this reason there was very limited opportunity in these tests for pupils 
to engage with language tasks in a way which is relevant to either their present or future 
real-life living or working situation, as recommended in the communicative approach to 
language testing (see Weir 1987, 1990; Bachman 1990). 
Questions of an open-ended nature were also lacking in the literature section, where the 
questions were even more limited and limiting than what one might typically expect in the 
structuralist approach to testing. There was scant trace of the standard structuralist 
stylistic approach to literature, involving academic engagement with the formal schemata 
of the text (novel, drama, or poetry) through textual analysis for characterisation, themes, 
attitudes, mood, atmosphere etc. No opportunity was given whatsoever to pupils to "read 
into the text" (Carroll 1983:64), to express their informal schemata, and to demonstrate, 
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challenge and enhance their cognitive ability. 
In the comprehension section, most of the comprehension texts did not have face validity 
as test texts for grade ten pupils. Some of them did not have titles, and it did not appear 
that these had been deliberately left out to test the pupils' creative and imaginative 
abilities. Other passages were too short for pupils in the first year of the PET band, 
which culminates in the all-important matric examination only two years later. With two 
or three exceptions, the subject matter of the texts had nothing to do with the pupils' real-
world situation. 
4.4.4 The scoring of test tasks 
To find out about the scoring system(s) used to mark the test papers analysed, I looked at 
the question papers and the marking schemes concurrently. The matter was difficult to 
investigate via the question papers alone: some sub-sections in the question papers were 
left unscored, e.g. test paper B, question 2 and section B; test paper J, questions 3 & 4, 
and the entire poetry sub-section; test paper L, questions 1, 2, 3, 4, & 5. In the latter 
paper only the last section on literature was scored. But scoring patterns emerged clearly 
when the test papers were examined alongside the marking schemes: in most cases these 
were drawn in linear, point form with each identifiable/verifiable item response standing 
out clearly and in many cases marked by one or two ticks, indicating the one or two 
marks allocated to the item. At the end of a sub-section, a sub-total was given, so that the 
grand total mark could be reached in two ways: either by counting the individual ticks 
top-down, or by adding up the sub-totals at the end of each sub-section. Three out of nine 
test papers with marking schemes -- D, E and J -- followed this objectively verifiable 
system. In the other six cases -- tests C, A, G, H, I, and L -- the same procedure was 
followed, but the ticks were omitted. A deviation from this pattern admitting some 
subjectivity occurred only in the one case in which the questions in a sub-section required 
up to one paragraph answers, in which instance a whole paragraph was allocated five or 
six marks in a way that seemed to be subjectively determined (see test paper C, sub-
section C, i-v). 
80 
In all cases but one, the teachers didn't seem to have overscored any of their test items, a 
finding which supports Oller's (1979) view that accuracy of scoring is most easily 
achieved within the atomistic approach to testing. There appeared to be over-scoring in 
the literature-only test paper K, which consisted of ten middle order questions of ten 
marks each. I failed to establish whether this paper was ever written by the pupils, or 
even duplicated. The copy I received was in the teacher's own handwriting, and the paper 
has no marking scheme attached. Could it be that the teacher set a test with no face 
validity at all just to fill her half-year test quota and keep the HOD/researcher quiet? It 
was one of the frustrations of this study that at times there was no ethical window through 
which I could gain access to such interesting information. 
It would appear that the highly objective, reliable scoring system led to a similar marking 
pattern. In all the test books analysed it was relatively easy to establish where the right 
answer was and how many marks were allocated, which in tum made it easy to arrive at 
the total mark of the individual pupil (see appendix F for a sample of marked scripts). 
4.4.5 Comment on scoring of test tasks 
The scoring system established above, together with the marking scheme and script 
marking formats identified, are all illustrative of the language testing theory informing 
teachers' testing practices: the structuralist approach, which boasts a highly objective and 
reliable test scoring system (see 2.6.2), based on the approach's ability to define, specify 
and itemise the behaviour domain tested into discrete points which are easy to verify and 
score (see 2.4.2). This probably explains why teachers tried to avoid the less familiar 
open-ended, high order questions, which would have called for the more sophisticated yet 
less objective and reliable scoring formats associated with the communicative approach to 
language testing (see appendix E for a composition marking grid in the communicative 
testing tradition). 
4.4.6 Analysis of mark lists 
In section 4.3.1. above, I explained how I gained access to the mark lists and why the 
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one for the stream E class of grade ten was missing; I also suggested why in three of the 
four mark lists available, the May mark out of a 100 was recorded after the June half-
year examination mark. 
All four mark lists were well set out in alphabetical order of pupils' names, and with the 
marks recorded according to the interval measurement scale (see 2.2.2). Although most of 
the head information had been erased from the mark lists by the research subjects, there 
was still enough to identify the stream, sometimes the date (see 8A mark list, appendix 
G), the maximum and minimum marks, and the subject. The middle part of the mark list 
featured the names of the pupils in the class, and against the names, the individual marks 
recorded, in two colours: blue for those who passed, red for those who failed. Across the 
page, the individual half-year monthly total marks, converted into percentages, were 
worked out, and kept ready for combination with the half-year examination mark and the 
oral mark, to obtain the final first semester score. At the bottom of the mark list was the 
summary information including class total mark, total number of pupils in the class, class 
average and average percentage. But teachers did not seem to understand the purpose of 
this hard-to-work-out summary information, except as a bureaucratic requirement (see 
appendix G for samples of mark lists). 
4.4.7 Comment on mark list analysis 
Although I could not infer very much from the mark lists about the testing theory 
informing the teachers' testing practices, it was salutory to note that they at least 
maintained viable pupil records. With the communicative approach to language teaching 
and in an improved teaching situation, such records could be used to monitor the pupils' 
progress in the acquisition of communicative skills both inside and outside the classroom, 
to compare their class progress with their real-world communicative ability, to diagnose 
learning problems and plan future teaching accordingly. At present, the role of tests and 
mark lists seems to be oriented towards meeting bureaucratic requirements rather than 
communicative concerns. 
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4.4.8 Conclusion on test document analysis 
There is evidence from the analysis of the testing documents that, either consciously or 
sub-consciously, the analytic/atomistic structuralist approach to language testing exercised 
a strong influence on teachers' testing practices. A strong tendency to avoid open-ended 
high order questions in the composition, comprehension and literature sections has been 
noted, as has been the total absence of non-written forms of testing such as oral, 
listening, reading aloud, etc. Although such activities are associated with a low scoring 
reliability, they are very popular in the communicative approach to language testing 
because of their high content and construct validity (see 2.6.1, i & ii). The virtual 
absence of any marking scheme for the open-ended composition questions could have 
been indicative of the fact that teachers did not know what to do, and the preference for 
language questions based on discrete point testing could have indicated that that was the 
area teachers were most familiar with. The tendency to set low and middle order 
questions requiring easily scorable, verifiable answers, would appear to corroborate this 
view. Although this evidence is not in itself conclusive and requires support from other 
sources, it has played a major role in pinpointing possible directions in this research. 
4.5 The questionnaire (Appendix H) 
The type of questionnaire used in this research, and the purpose of the data collected 
through this research technique, are discussed in chapter three (see 3.4.3). The general 
aim was to try to gain some understanding of who the teachers focused on in the study 
are, in terms of their pre-service training, experience, work load and access to teaching 
materials. The full text of the questionnaire is appended to this research report. Although 
the data obtained from the questionnaire does not relate directly to testing, I share Nuttall 
and Murray's (1986) belief that teachers tend to teach and test the way they were taught 
or learnt through experience, and that the way teachers teach, the materials they use, and 
the conditions under which they teach, will have an effect on their testing practices (see 
2.3.3). 
4.5.1 Questionnaire breakdown 
The questionnaire was divided into three sections, each with a distinct focus: 
Section I. This small section aimed to give the research subjects the general context of 
the research, partly for ethical reasons (see 3.2.1.1). 
Section II. This was another small section whose aim, following the suggestion of 
Stenhouse (1987), was to give teachers clear and precise guidelines on how to go about 
filling in the questionnaire (see also 3.2.1.1). 
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Section III. This, the largest of the three sections, consisted of the questions teachers 
were requested to respond to, and on which the data analysis and interpretation in this 
section is based. For procedural convenience it was divided into two subsections: 
subsection A tapped information about teachers' personal details (Q.l), pre-service 
training (Q.2), experience (Q.3, 4, 6), and work load (Q.5). Subsection B inquired into 
teachers' teaching material resources. The further subdivision of subsection B into three 
parts was based on the way in which teachers subdivide the ESL course subject matter 
into teaching areas: thus subdivision III B, 1 looks at the prescribed and other material 
used to teach the ESL course area referred as "grammar", which covers composition, 
comprehension and English grammar. Subsection III B, 2 looks at the prescribed and 
other material used to teach the novels and/or plays, and sub-section III B, 3 inquires 
about the prescribed and other materials used to teach poetry. The inclusion of other 
materials was intended to check whether teachers used any supplementary materials of 
the kind the CA would encourage teachers to use both in their teaching and testing. 
4.5.2 Questionnaire data collection report 
Since my research subjects were few and close by, I personally distributed the four 
questionnaires, explained to the teachers what was expected and asked them to return the 
completed questionnaires as soon as they had finished. One of the teachers completed and 
gave me back the questionnaire on the same day, another on the following day without 
having to be reminded. The remaining two questionnaires came in on the fifth day after 
their distribution, after the teachers concerned had been reminded three times. 
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The questionnaires appeared to be well filled in, apart from a few areas: One of the four 
teachers filled in the information for subsection III B, 3 (about the prescribed work for 
poetry) in subsection III B, 2 (the place for the prescribed text for novels and/or plays). 
And this particular teacher did not provide the name of her prescribed book for this area 
of the ESL course. Asked if this meant that she had not yet started teaching the novel or 
play, she responded: "No! That is not the case, I am teaching "Comfort" [a short form of 
the novel's title], I am in the middle of the book. I just don't know why I omitted it and 
got the whole thing wrong." Question six under subsection III A was also not properly 
filled in: Two of the teachers did not indicate the streams of standard eight they taught, 
and the other two teachers put down more than the streams they were actually teaching 
that year. I asked one of the teachers whether he actually taught A to D streams, and he 
replied: "No I only teach D this year, but I have taught A, B, and C in the past." 
I ought to mention that the questionnaire contained a typing error. In section 1.2.5 I 
expressed my intention to use the new class level designation terminology, according to 
which the old term standard has been replaced by grade. But since the shift was still 
very recent, the old term resurfaced when I was typing and reviewing my questionnaire. I 
only recognised the mistake after the questionnaires had come back from the teachers. 
[section 4.5.3 commences on following page.] 
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4.5.3 Analysis and interpretation of questionnaire data 
4.5.3.1 The categories and frequencies of responses 
Q. No. Variable 
1 sex 
2 qualifications in Eng. 
3 exp. in teaching 
4 
5 
Exp. teaching Eng. 
No. of subj. offered 
No. of periods 
Total No. of pupils 
taught per teacher a day 
Category 
a. males 
b. females 
- Univ. level 
- College level 
1 - 2 yrs. 
3 - 4 yrs. 
5 - 6 yrs. 
1 - 2 yrs. 
3 - 4 yrs. 
5 - 6 yrs. 
2 subj. 
- up to 36 
- above 36 
+ 200 
6 exp. teaching other classes English 
4.5.3.2 Interpretation of section III A data 
Frequency Observation 
No. 
2 
2 
2 trained 
2 trained 
1 inexperienced 
o 
3 
1 
1 
2 
4 
1 
3 
4 
4 
experienced 
inexperienced 
semi-experienced 
experienced 
overloaded 
normal 
overload 
large classes 
experienced 
In some cases, the information breakdown tabulated above made interpretation of the 
questionnaire data easy, while in other cases it tended to be misleading. For instance, 
according to the response in No.2, all the teachers had done an English course as part of 
their University or college training: hence the observation trained. This could easily have 
led the reader to the conclusion that all the research subjects were qualified as teachers of 
English. But triangulation of questionnaire and interview data contradicted such a 
conclusion: two responses to the interview question as to what teachers felt about the 
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quality of their pre-service training as teachers of English were particularly interesting. A 
male teacher who had attended university said: 
Well, I was trained a guidance teacher, and I did guidance method. As 
regards Practical English, that was compulsory for everybody at Fort Hare. 
It was not for teachers of English. The teachers of English had to have an 
English major, English III or II at least, plus English method. For us we 
teach English because we can't help it: there is shortage .... 
And a mistress who did Special English at college said: "My Special English was a 
compulsory minor course for all STD students at Cape College [those doing the senior 
teacher's diploma]. I have Mathematics method, not English. I was forced to teach 
English because that was the vacant post when I joined the school in 1991. And the 
situation has never changed." According to these responses, only one teacher with English 
III was fully qualified as a teacher of English. The other three didn't have English 
Method training, and in the teachers' opinion this meant that they were not qualified 
English teachers. 
What partially compensates for their inadequate training is their experience: 3 out of four 
teachers fell into the category of experienced teachers and this was encouraging, for it is 
common knowledge that teachers learn a lot about testing and all other aspects of their 
work through experience. Unfortunately, however, the value of the teachers' relatively 
long experience seemed to be counterbalanced by their heavy teaching load. According to 
the departmental guide for drawing up a timetable, a teacher with no managerial duties is 
supposed to be allocated a normal load of an average of 7x5 periods a week. Under 
abnormal conditions of understaffing, a maximum average of 8x5 periods a week may be 
allocated. According to this guideline, three out of four teachers were heavily loaded. 
This was made even worse by the fact that all four teachers were also heavily loaded in 
terms of subjects offered: two subjects per teacher, hence setting and marking two tests 
per month for well over 200 pupils in all. This meant that the teacher is busy much of the 
working day, and if s/he secures a rare free period, s/he grabs the opportunity to rest 
rather than plan, set, type or mark his or her tests. To illustrate the impact of the 
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prevailing situation on testing, I found it necessary to triangulate questionnaire and 
interview information. In response to a probing interview question as to whether teachers 
enjoyed the testing part of their work, one of the teachers answered: "Not in the least, not 
with such a large number of scripts to mark in short time . . . ." Another, in response to 
the same question, summed up the prevailing state of affairs: "We are struggling, you 
have too many classes, too many periods, too many pupils, too many test books to mark, 
two subjects to teach, and a large syllabus to cover. No time to rest. " 
It was also noted that teachers' apparently long teaching experience was devoid of 
professionally enriching in-service training which might have made up for deficiencies in 
their training as teachers of English. Again, the interview data corroborated inferences 
from the questionnaire: asked in an interview question how often the teachers had either 
met the subject adviser or attended in-service courses, all the teachers made responses to 
the effect that the focus of attention of both the subject adviser and the in-service courses 
was grade twelve teachers and students, rather than those lower down in the system. 
4.5.3.3 Interpretation of section III B data 
Although this section was not directly related to testing I hoped that analysis of its data 
might contribute to an understanding of the extent to which teachers were familiar with 
the CA as such, and therefore with its application to testing. All the teachers claimed to 
use text books: either one or two of the text books currently prescribed for the ESL 
course, or one that was prescribed some years back. And while 50% of the teachers 
made no use of alternative supplementary materials, 50% of the teachers cited magazines, 
newspapers, study aids and student companions as their supplementary sources of teaching 
materials. 
However, triangulation of this data with information obtained through the test paper 
analysis cast doubt on the latter claim: I checked all the available question papers for 
traces of evidence of the teachers having used any extracts, captions or illustrations drawn 
from newspapers or magazines, and I found none. I couldn't even find a test task based 
on a TV or radio programme; nor, for that matter, could I find a test task that could be 
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attributed to the personal creativity of the teacher. 
This made me wonder if the teachers claiming to use supplementary materials of the kind 
recommended by the CA to testing were only attempting to portray a better image of 
themselves! Delamont and Hamilton (1986:34) warn researchers against what they call 
"respondent reflexivity", i.e. a situation in which respondents undergo a sudden "mental 
shift" on account of being used to obtain information that in one way or another has a 
bearing on their personalities or jobs. Reflexivity may arise in a respondent under 
observation or being interviewed or responding to a questionnaire (see also 3.3). 
4.5.4 Conclusion about questionnaire data analysis 
In this section I set out to gain more information about the teachers whose testing 
practices are the focus of this study. The questionnaire data projects a picture of teachers 
who are inadequately trained as teachers of English, with long years of unenriching 
experience; teachers who are therefore unlikely to have had much exposure to the CA to 
language testing. The work of these teachers, who in the first place are not quite sure of 
the demands of the CA to language testing, is made even more demotivating and 
frustrating by their heavy work load and large classes. These are working conditions 
under which the time-consuming and challenging CA will not thrive. Thus instead of 
being innovative and creative in terms of supplementing and diversifying their teaching 
and testing materials, teachers resort to using prescribed texts only, which means less 
work because these are already designed for them, and can be used over and over again. 
4.5.5. Examination of official documents 
The main aim of examining official documents was to determine the extent to which 
curriculum design, educational planning and administration influence teachers' practice in 
language progress testing (see also 4.1). The official documents examined and analysed in 
this study include the interim core syllabus implemented in 1995 for grades ten and 
eleven, and in 1996 for grade twelve; and the supplement to the syllabus, the "Guideline 
document for Communicative Language Teaching." At the time I started planning this 
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research in 1996, these were the two authoritative documents offering guidance to 
teachers implementing the ESL course program based on the CA. It should also be noted 
that the syllabus analysed in this research is a revised version of the original 
communicative ESL syllabus, which in South Africa was implemented as far back as ten 
years before the current study. The current syllabus should by now be constitutive of 
teachers' established practices. 
Two other curriculum-related documents which might have had some bearing on the CA 
to language testing and assessment/evaluation (see 2.2), namely the documents on 
Continuous Evaluation (CE) and Outcomes Based Education (OBE), both of which are 
based on curriculum 200512009, have not been examined in detail for two reasons: firstly, 
in the Eastern Cape Department of Education, the directive authorising their 
implementation came in 1997 after this study had commenced (see Circulars 36/97, 
38/97, and 39/97). Secondly, since this study set out to examine and interpret teachers' 
cultural practices, it was felt that CE and OBE were still too new to have been 
assimilated into these practices (see 3.2.1.2). However, since CE does not represent a 
different approach from that of the core syllabus, its concerns do feature in this discussion 
to the extent that they form part of the objectives of the core syllabus. 
4.5.5.1 The interim core syllabus on progress testing 
In the syllabus, reference to progress testing is made only via its implied relationship to 
summative testing, which is dealt with in the sub-topic Assessment (section 5 in the core 
syllabus, pages 9 to 12 inclusive). The most striking aspect of this section is that its main 
concern is with end-of-year final assessment. The largest subsection in the entire section 
5, subsection 5.5, states the following: "The following requirements relate specifically to 
the standard 10 examination but could also be used as a guideline for assessing standard 8 
and 9 examinations" (p.11). The subsection goes on to describe the physical structure of 
the standard 10 (grade 12) final examination in some detail. 
In this subsection, reference is made to tests only once, and then only in relation to the 
extent to which tests are controlled by examination boards. Thus it is stated in 
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subsection 5.1: "Examination boards may decide for themselves what form the 
examinations and tests will take." Now in common usage, the concept of progress testing 
refers to forms of classroom-based assessment which are not under the direct control of 
examination boards. It is therefore likely that the concept of test invoked in this section 
is synonymous with "examination". This means that no direct reference is made to 
progress testing (in the sense defined in this study) in the entire core syllabus. 
By making inferences from what has been written in this section, however, one may 
discern a form of indirect reference to progress testing. Subsection 5. 1 quoted above 
continues: 
However, these [examinations and tests] must be designed to assess how far 
the stated objectives of the syllabi have been attained ... and the types of 
the questions asked MUST be in line with the objectives of the core 
syllabus and the marking must follow these criteria .... (p. 9) 
And under subsection 5.2 on the next page, the objectives of the core syllabus -- treated 
at length on pages 3 to 9 of the 12 page document -- are summarised and interpreted as 
follows: 
The communicative aims of the syllabus imply that assessment should be 
concerned with what is successfully communicated rather than what has 
been memorised and mechanically reproduced. Pupils who engage actively 
with a subject and are adventurous in their use of language are likely to 
learn more than those who keep to simple, prosaic structures; nevertheless, 
they are also more likely to make mistakes. They should, therefore, be 
given full credit for what they have achieved, taking into account both the 
sophistication and vigour of their work, and the extent to which their errors 
impede communication. (p.lO) 
The syllabus document proceeds to encourage the use of continuous assessment, the 
implications of which are described thus: 
(a) Listening and speaking should be assessed while pupils are 
engaged in normal class work and speech situations rather 
than during a formal "oral"; 
(b) progress in reading ability, and comprehension of reading matter 
rather than a one-off reading "performance", should form the basis 
of assessment; 
(c) the writing process, a variety of writing tasks, progress in 
writing ability, etc. need to be considered when pupils' 
writing competence is assessed rather than the final product 
only. (p. 10) 
4.5.5.2 The guideline document for CLT on progress testing 
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This document does not differ in any essential way from the communicative core syllabus 
discussed above. In the words of its author, the guideline document, also known as the 
"Teachers' Guide", is "merely an attempt to provide some means of support to those 
teachers who feel a need for it" (p. 3) in making the transition from the traditional to the 
CLT approach. Thus in the first 12 pages after the introduction (pp.3-15) the document 
concentrates on clarifying the terminology used in the CLT approach, while in the last 6 
pages it deals with issues of lesson planning within the new approach (pp. 15-21). 
Nowhere in this teachers' guide is any mention made of progress testing, or even of 
testing as such. The closest reference to the subject of testing appears on page 3, where 
the concept of assessment is mentioned and very briefly interpreted in terms of 
continuous evaluation. On page 6 the subject of continuous assessment is picked up again, 
but its interpretation is no different from that provided on page 10 of the core syllabus 
(see also this report 4.5.5.1), except in its spelling out of the promotional and diagnostic 
purposes of continuous assessment (p.7), which represent only an aspect of the functions 
of progress testing (see 2.3.3). 
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4.5.6 Comment on examination and analysis of official documents 
It would not be an exaggeration to say that the washback effect of the final matriculation 
ESL examination has taken its full toll on the author of the teachers' guide. Although the 
document is meant to interprete the core syllabus and thus facilitate teaching, testing and 
assessment at all the three levels of the FET band, attention has been lavished on the top 
level, grade 12, at the expense of the other two grades. In this regard, the core syllabus is 
no different from the guidelines document: on page 11, for example, it categorically 
states that "the following requirements relate specifically to standard 10 examinations" 
before going on to describe the structure of the three final examination papers in this 
grade. The impression a grade ten teacher might get here is that the syllabus and the 
guidelines document do not attach any importance to progress testing. 
Nevertheless, it would be inaccurate to assert that the teachers' guide and the core 
syllabus are totally irrelevant to progress testing in a classroom situation. I have already 
pointed out the teachers' guide's effort to clarify the concept of continuous evaluation, 
which constitutes an important element of progress testing. And although only indirectly, 
the core syllabus also touches on areas of great importance in progress testing, stressing 
as it does an assessment approach concerned with successful communication through the 
active, explorative, critical, and creative use of language, engaging with issues of 
contemporary concern in life-like testing contexts; an approach concerned about the 
assessment not only of the final product but also of the process in written language. The 
syllabus also recommends an approach which values the assessment of the inferential, 
extrapolative, and evaluative ability of pupils, with a variety of marking criteria 
appropriate to the assessment of communicative language ability. 
4.6 Interview with the subject adviser (Appendix J) 
The general aim of the interview with the subject adviser was described in section 4.1, 
above. The specific aim was to establish how the subject adviser, as a specialised 
resource in the employment of the Department of Education, facilitates teachers' work in 
the area of language testing by providing support to those in need of it. The reasons for 
using the interview as a research technique, the type of interview and questions used are 
also discussed in chapter three (see 3.4.2). 
4.6.1 Interview question breakdown 
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To focus the interview, an interview schedule was prepared (see 3.4.2, and appendix J). 
The terms adviser and facilitator are used synonymously, in the way they normally are in 
the schooling context. All the open-ended questions were designed to achieve the aims of 
the interview, but great restraint was exercised to avoid leading questions. However, 
whenever a response seemed to deviate excessively from the desired content, a probing 
question was used to prompt the respondent in a more appropriate direction. Questions 1-
2 anticipated information about the academic and professional qualifications of the subject 
adviser. Q. 3-4 sought information about the working experience of the facilitator. The 
aim was to gain insight into the adviser's areas of interest. Q. 5 was concerned with any 
other qualities considered in appointing a subject adviser. Q. 6 aimed to know about the 
procedures followed in employing a subject adviser. In Q. 7 some understanding of the 
employer's and teachers' expectations of the subject adviser was sought. Q. 8 sought 
information about the preparation facilitators receive for their job. Q. 9-10 aimed to 
establish the work load of the subject adviser, and Q. 11-13 focused on the planning and 
content of, and teachers' input into, the facilitator programs. Q. 14 was concerned with 
other facilitator programs known to exist, and how these related to the subject adviser's 
work. The last question, 15, asked about the officer's attitude to his or her work: whether 
it was fruitful, whether the teachers responded, and how easy or difficult it was. 
4.6.2 Interview report 
Although I had worked as an English teacher at the school researched for three years, I 
had not met the subject adviser for English. But having met the geography facilitator, I 
took it for granted that an English counterpart existed. When the research-related need 
arose for me to contact this person, I telephoned the geography subject adviser for 
information about his English counterpart. He advised me that such information lay with 
the coordinator of the subject advisory service, whose phone number he gave me. After a 
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few attempts I reached the officer over the phone. She sounded a confident, relaxed white 
lady. I introduced myself, explained the purpose of the call and tried to motivate my 
cause. She explained that she was a Deputy Education Specialist and coordinator of the 
subject advisory service; stationed at the Port Elizabeth departmental headquarters, she 
was responsible for coordinating the whole Eastern Cape province. 
With regard to my request, the lady very sympathetically and regretfully advised that the 
only subject adviser for English in the entire province was in central region (East 
London). The region served by this adviser was some distance from the area delineated 
for study, and as a result I gave up the interview. But the coordinator advised that I find 
out from the EDO for my circuit if there was any alternative service available. All the 
attempts I made, both telephonic and physical, to get in contact with the latter were in 
vain: he was always away, either on a course or on some district representation errand. 
Besides, of the two circuits he was running, in addition to other responsibilities, he 
played a voluntary acting role in ours and, I suppose, only during his rare free time. 
4.6.3 Comment on interview with subject adviser 
Although the interview was an apparent failure, my experience did cast further light on 
the plight of the teachers focused on in this study. With inadequate pre-service training, 
and seemingly no possibility of in-service training or assistance, it was perhaps not 
surprising that their test papers showed little evidence of acquaintance with the CA to 
second language testing. 
4.7 Interview with grade ten teachers (Appendix K) 
The general and specific aims of the interview with the grade ten teachers are dealt with 
at length in chapter three (see 3.2.1.1, i & ii; 3.3). They have also been summarised 
earlier in this chapter (see 4.1). In general, the aim was to try to enhance the validity of 
the research data and hence the conclusions based on it, by allowing the research subjects 
to confirm, comment on, supplement, correct, and criticise the data (see also Delamont 
and Hamilton 1986). The type of interview and questions used, and the reasons for using 
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them, are similar to those used in the planned interview with the subject adviser (see 4.6). 
4.7.1 Breakdown of the interview guide questions 
In this interview, as in the previous one, an interview guide schedule was drawn up to 
focus the interview on the desired content (see 4.6.1; for the full text of the interview 
guide schedule see appendix K). Although this schedule had been prepared during the 
early stages of the research, it was reviewed several times as new questions arose from 
data collected and analysed. The review took the form of the addition of new questions 
and the elimination of others. For the sake of verifying the teachers' sincerity, however, a 
few questions for which answers had been obtained were purposely retained in the 
interview schedule. The interview questions anticipated responses about the following: 
Q. 1 - 2. These questions inquired about the type and frequency of the progress tests 
teachers gave to their pupils. Q. 3 - 5. These questions sought teachers' opinions of 
continuous evaluation, about which there was much enthusiasm at the time I embarked on 
this research. Q. 6. This unfortunately multiple question aimed at establishing which 
official curriculum related documents talking about CA in general teachers had seen; and 
whether they had surveyed them for what they said about the CA to language testing. 
Questions 3 - 6 were inspired by the need for clarification and verification of the 
information that had already been obtained from other data collection sources. Q. 7 
focused on teachers' evaluation of their pre-service training. Q. 8 - 9. These questions 
were concerned with the facilitator programmes teachers may have attended and how 
these addressed issues about communicative testing. Q. 10 - 14. These questions dealt 
with issues to do with the setting of tests. They aimed at establishing the criteria for 
determining the test content, mark allocation system, duration of tests, and use of scores. 
They also explored teachers' feelings about and interpretation of the way pupils used their 
time. Q. 15. This question was concerned with teachers' general evaluation of progress 
testing in relation to their pupils. Q. 16. This last question sought evaluative response 
concerning the application of the CA to testing to their working context. 
4.7.2 Interview report and analysis of data 
A summary of teachers' responses to the interview questions is given below. In a few 
cases responses are quoted to allow the interviewees' voices to be heard directly. 
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Q. 1. Type of progress testing given: All four teachers affirmed that their progress tests 
consisted of a written class test out of either 50 or 100 marks. One teacher claimed that 
her tests were all set out of 100 marks, but this was not borne out by her mark schedule. 
Q. 2. Frequency of progress test: All the teachers claimed that they gave one test every 
month. Although none of the teachers had a mark record for the month of January, the 
claim seemed to be true because at least three teachers had mark records for February to 
May inclusive. 
Q. 3. Continuous evaluation: The responses to this question were rather confusing. All 
four teachers held that they had a continuous evaluation component in their progress tests, 
but none of them had recorded the continuous evaluation scores on their mark schedules. 
As was established later during the interview, and during the execution of my teaching 
duties at the same school, all the teachers had set out to do continuous assessment. It was 
required by departmental policy. But later on the idea was bit by bit abandoned for lack 
of clarity as to what was actually expected (see teachers' comments in question 6 below). 
Q. 4. Types of continuous assessment: The following forms of assessment were 
mentioned by all four teachers: giving the class work, assignments and group and pair 
work; oral tests, tests of reading and listening comprehension, and projects. As already 
pointed out above, if these forms of continuous assessment were done in accordance with 
the requirements of circular No. 57/95, then a record of scores was supposed to be 
available as evidence of what had been done. But since none of the teachers had one, it is 
possible that they made the claim to project a good image of themselves (see 3.4.2). 
Q. 5. Frequency of continuous evaluation: Responses to this question varied: one of the 
teachers said she did it once a month, another claimed she did it once every two weeks, 
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and the other two teachers said they did it every week. The circular recommended that 
teachers do something with a different group of pupils every day. The range of frequency 
cited in response to this question tended to consolidate doubt about their claims. 
Q. 6. Official documents encountered by teachers: Two of the teachers had not seen any 
of the three documents, but claimed to have heard about them, one at a course she had 
attended the previous year, and another at the previous school where he had worked for a 
short time in 1996. Of the other two teachers one had seen and read all three, and the 
other one had only seen the syllabus and the teachers' guide. The follow up questions as 
to how clear and useful the documents were, were answered by only two teachers: in 
connection with circular No. 57/95 on continuous evaluation, the teacher who had seen it 
said: "It is not easy at all ... all I can say is that it is very vague. You don't understand 
what you are required to do." As regards the syllabus and the teachers' guide, the two 
teachers said that these were easy to understand, "but you can't apply them the way they 
are. You have to adapt them to your needs," said one. And she continued: "They almost 
say nothing about communicative testing. They are concerned mainly with teaching. " 
Q. 7. Teachers pre-service training: The two male teachers claimed that their pre-service 
training was sufficient: "I didn't experience any problems with regard to teaching 
English", said one who had English III at university level. The lady teachers, on the other 
hand, felt strongly that "It is not easy at all for the new teacher from college: this is 
because at college only theory is done, no practicals." This was the claim of the teacher 
who had English I at university level. The other lady teacher argued that since she had 
not done English method at college, it was not very easy to make the shift from the 
college to the classroom. She had to take some time adapting her Maths method to 
English. And she admitted she needed a few in-service courses before she could cope. 
The teacher with English III, the only one with English method, was asked in a probing 
question what he thought about the main focus of the pre-service training and he 
responded readily: "It is mainly the teaching of English, yes, communicative theories are 
dealt with, but mainly in as far as teaching is concerned. There is very little on testing, 
but it is also dealt with. " 
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Q. 8. Attendance of in-service programmes: All the teachers claimed that they had not 
attended any externally arranged in-service training courses this year. "I have never even 
seen a subject adviser," said the teacher with teaching experience of two years. But the 
other three recalled having attended facilitator programmes in the past. "Yes, we had 
'Inset' from 1992, I guess until last year, and it was useful," said a male teacher with 5 
years' teaching experience. 
Q. 9. How in-service courses addressed communicative language evaluation issues: The 
teachers maintained that the tendency in all the courses they had attended had been to 
focus on communicative teaching rather than testing. "Nobody says anything about setting 
communicative tests. They may give you past papers if you teach standard ten, but they 
don't teach you how to set your test," asserted one of the teachers. 
Q. 10. Construction of tests: Responses to this question revealed that the teachers all used 
the prescribed texts and past papers in setting their tests, and also that all of them were 
guided by the work covered during the month. Two of the teachers also mentioned the 
use of extracts from magazines and newspapers. Another teacher claimed the use of the 
syllabus as well. 
Q. 11. Mark allocation: This was one of the easiest questions for the teachers to respond 
to: "there is nothing difficult," said one of the teachers, "I allocate every point a mark, 
hence if I allocate 10 marks I expect 10 points," he continued to say. Another teacher 
who had done special English at college said: "For simple questions, I allocate one point 
or two. For sentence construction I allocate three points, like that." The other answers 
were all variations on the same theme. 
Q. 12. Determination of test duration: Responses to this question, which was inspired by 
my observation of test writing sessions, were similar for all four teachers: "One hour, it 
has always been one hour for monthly tests", as one of them put it. One of the teachers 
even assumed it was a requirement of the syllabus: "One hour is the time proposed in the 
syllabus," she said. Anyway, for whatever reason, one hour was the standard time for all 
tests, whether out of 50 or 100 marks. 
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Q. 13. Comments on the way pupils use their time: All the teachers shared the same 
attitude regarding this issue. They all tended to put the blame on the students: "They are 
not serious, they don't want to work. No matter how much or little time you give them, 
they will always finish before time." "But why?" I probed. "I really don't know. All 
teachers in all subjects complain," she answered. The other female teacher expressed a 
similar view: "Time is not an issue with our pupils; any time allocated is enough." The 
most interesting thing about this is that all the teachers realised there was a problem, but 
they simply took it for granted that this was an immutable state of affairs. 
Q. 14. The purpose of the language progress test scores: All the teachers pointed out that 
the marks counted for a quarter of the year mark. Two teachers gave additional purposes: 
one said that the marks helped students to compare themselves with other pupils, and 
were thus encouraged to work harder the following month. Another teacher thought that 
the marks helped the teacher to establish how well s/he had been understood by the 
pupils. 
Q. 15. The importance of language progress tests to pupils: Although the teachers had 
expressed complaints about pupils' lack of seriousness, and their high rate of absenteeism 
from progress test writing sessions, and in spite of the admission that the whole process 
of testing weighed heavily on the teacher in terms of his/her work load, all the teachers 
strongly believed that language progress tests were very important to pupils. "They force 
them to revise the work they have covered during the month," commented one of the 
teachers. Another teacher believed that these tests gave the pupils "a sense of where they 
stand." One of the male teachers did not seem to have a reason for his belief: "well, 
testing pupils is always good so it must go on," he said. 
Q. 16. Applicability of the CA to testing to the teachers' working conditions: The 
teachers' responses to this question revealed that they didn't understand what was being 
asked. As I analysed the data I felt that it was a mistake on my part to have asked 
teachers to evaluate an approach that, according to the information available, they did not 
have a clear understanding of. But in the end, their responses were a revealing indicator 
100 
of how little they knew about the approach. Two of the teachers expressed the view that 
the approach was not applicable to their conditions because, as one of them commented, 
"our pupils do not want to talk, so how do you apply communicative testing?" This was 
echoed by one of the others: "In our conditions only written rather than communicative 
tests apply." The other two teachers also talked of communicative tests as tests which 
involved talking. One asked me: "Do you mean oral tests?" "Yes, and others as well," I 
replied. But in his response, he referred to oral tests again: "For some pupils oral tests 
work, they get good results, but others cannot express themselves at all." 
4.7.3 Comment on the interview report 
The significance of Delamont and Hamilton's (1986) view that researchers must use a 
variety of data collection techniques in ethnographic studies, to enhance the validity of 
their data and the conclusions drawn from it, has been highlighted by the teachers' 
responses in the interview reported above. Teachers seemed to provide answers which 
projected a good image of themselves, sometimes giving information contradicted by 
other sources of data. 
The responses reported above also revealed that the teachers engaged in a number of 
routine testing practices without reflecting on what they were doing, why they were doing 
it, and what implications it might have for pupils and/or teachers. Take, for example, the 
views they expressed about the duration of tests, the frequency of tests, and their pupils' 
use of time. They had simply accepted these things the way they were, without 
questioning or challenging them. 
The responses about the allocation of marks to questions -- "I allocate a mark per point" 
-- and the competitive rather than cooperative purpose attributed to language progress 
tests reflect characteristics other than those advocated by the communicative approach. 
The fact that the teachers had neither read nor understood the official documents about 
the CA, nor been trained in the implementation of the approach, or even specially trained 
as English teachers, increased the probability of their being unable to apply the CA to 
language progress testing. 
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CHAPTER FIVE 
DISCUSSION, RECOMMENDATIONS AND CONCLUSION 
5.1 Introduction 
The aim of this study was to explore the degree of awareness, understanding, and 
implementation of the CA to language testing among a group of Eastern Cape 
schoolteachers. To achieve this, an attempt was made to establish the extent to which the 
available sources of information about the approach, namely the ESL syllabus, the 
teachers' guide to the CA approach, and facilitator programmes, actually assisted teachers 
to assimilate and implement the CA to language testing. Class language testing sessions 
were observed and all the documentation involved analysed: the test papers, marking 
schemes, mark schedules, and marked scripts. To enhance the validity of the findings, 
teachers were asked to verbalise their perceptions of the approach and their own practices 
by responding to questionnaire and interview questions. 
In this chapter I summarise the findings generated by the research process, and interpret 
and discuss them in terms of the CA to language testing. I proceed as follows: Ire-first 
emphasise the role of the teachers' working context, in recognition of the significance of 
context in innovation implementation. The focus of the discussion then moves on to the 
training and experience of the teachers, and their language testing practices. Reasons for 
these practices are suggested, and recommendations for improvement made. In 
conclusion, the limitations of the study are acknowledged and areas for further enquiry 
are proposed. 
5.1.1 Teachers' working context 
In chapter one, I went to some lengths to establish both the broad and narrow working 
context of the teachers whose practices in ESL progress tests were to be investigated in 
this study (1.2.3 - 1.2.6). 
5.1.1.1 The significance of context to the implementation of the CA 
In the South African educational context, the communicative approach to language 
teaching and hence testing is a relatively recent innovation whose first implementation 
dates from 1986. It represents a fundamental shift in the approach to the teaching and 
testing of ESL (see 1.2.1). 
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Foggin (1991) expresses the view that for any educational innovation to be successfully 
implemented, one of the major factors to be considered is the teacher's physical and 
socio-cultural working context (see Murray 1991). 
Besides being a relatively recent approach in South Africa, the CA is also foreign to the 
educational environment in which it is being implemented: that is, it did not evolve from 
a dialectical process of needs analysis and problem solving in the actual South African 
educational environment. As is well known, the CA was conceived in Europe in response 
to the particular needs of European society and the Common Market (Larsen-Freeman 
1986), and was first implemented under conditions very different from those obtaining in 
South Africa. I argue, following Foggin (1991), that to make a fair assessment of the 
success of the implementation of the CA to language testing in the area delineated for this 
study, it is important to examine how conducive or otherwise to this process the 
prevailing circumstances and teachers' working conditions have been. 
5.1.1.2 Summary of teachers' prevailing working context 
The broader context in which the particular school focused on is operating can be 
summed up as consisting of rapidly evolving unstable conditions (see 1.2.3 - 1.2.6). The 
particular conditions obtaining at the school have also been outlined as characterised by: 
pupils from low income backgrounds, teachers from poor school and inadequate 
professional training backgrounds, under-staffing, large numbers of pupils, poor physical 
structures, lack of equipment, irregular teacher and student attendance, a wide service 
area for the school, and poor transport (see also 1.2.6). A pilot study carried out 
indicated that similar conditions to these obtain in several other former D .E. T. schools 
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traditionally attended by black South Africans (see Ssemakalu 1996). 
5.1.1.3 Historical perspective on teachers' prevailing working context 
According to Malan et al (1987), the conditions described above are deeply entrenched in 
South Africa's unique history of socio-cultural, economic, political, and intellectual 
isolation, which has particularly affected black South Africans. Their educational 
predicament perhaps dates from as far back as the Natives' Land Act of 1913 (ibid. 198), 
was intensified by Hertzog's official Segregation Policy of 1914 (ibid. 205) and Native 
Bills of 1936 (ibid. 297), and culminates in the Bantu Education Act of 1953. Prevailing 
conditions were made worse by the government's deliberate policy of under funding Black 
education (Fogg in 1991), and Morphet (1991) notes that conditions deteriorated further as 
the result of a culture of resistance to all top-down educational efforts and innovations, 
which were viewed with suspicion. 
Ward (1984: 12) sums up the working conditions faced by the teachers in the ordinary 
former D.E.T schools as "to say the least, poor, apathetic, unstimulating, and 
demotivating. " 
5.1.1.4 Recommendations based on teachers' prevailing working conditions 
It is commonly held by proponents of the CA to language testing that the approach thrives 
under working conditions vastly different from those described above. Weir (1987) 
describes these as highly demanding of the teacher in terms of hard work, dynamism, 
creativity, liberal and critical thinking (see also 2.5.3). 
In my view, all the efforts to provide an equitable and just education for all South 
Africans based on the fundamental principles of non-racism, non-sexism, democracy, 
unity and historical redress (see 1.2.3), and all the current changes in educational 
organisation, management, and practice (see 1.2.4 - 1.2.5) aimed at ensuring the 
attainment of these objectives, constitute a positive step in the right direction. But for 
these changes to be meaningful in concrete terms, for innovations like the CA approach to 
language testing to be understood and accepted and to take root, there has to be a 
commensurate effort to improve teachers' working conditions. Thus there is still much 
more that urgently needs to be done via educational administration and planning 
effectively to address issues such as the teacher-student ratio, adequate educational 
funding, provision of study aids and guides, reactivation of existing teacher support 
programmes and the creation of more, rehabilitation of old physical structures and the 
constuction of new -- within reasonable physical reach of teachers and pupils -- and 
adopting a more consultative approach to innovation implementation, involving all 
stakeholders in the educational service. 
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So far these views have not received much more than lip-service attention from the 
powers that be, on political occasions, in public media interviews and during arm-chair 
planning sessions. 
5.2. Teachers as innovation agents 
The questionnaire inquiries, the abortive interview with the subject adviser, and the 
analysis of the official documents were conducted mainly to gain insight into who the 
teachers were who were expected to implement the CA to testing, in terms of their 
training, beliefs about education and knowledge, and social and cultural backgrounds (see 
Foggin 1991, Murray 1991, and Ndhlovu 1993). The following observations about the 
teachers were recorded. 
5.2.1 Teachers' training and experience 
The major point emerging from analysis of the questionnaire data is that most of the 
teachers were not trained as teachers of English and consequently their pre-service 
training could not possibly have served as an adequate introduction to the CA to testing. 
Although most of them had long experience in teaching ESL, this had not necessarily 
improved their expertise since, according to the evidence of the two interviews conducted, 
they lacked a strong in-service support base; worse still, they had to grapple with large 
numbers of pupils and a heavy work load (see 4.5.2 for details). In such circumstances, 
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the application of the unfamiliar CA approach to testing was an additional and unwelcome 
burden. 
5.2.2 Lack of supplementary support from official documents 
Analysis of official documents, namely, the teachers' guide to the CLT approach and the 
communicative core syllabus (see 4.5.5.1 & 4.5.5.2), revealed that these too did not offer 
any useful information to the teacher about the CA to testing. The teachers' guide 
addressed only one aspect of communicative testing -- continuous assessment (see 
teachers' guide pp. 6-7). This concept normally refers to the testing of the pupil's 
progress during the process of learning. Hence it can be said that the guideline document 
failed to address the more familiar product -oriented approach to testing under special 
control conditions (Oller 1979). To carry the argument a little further, triangulation of 
data led to the evidence that 3 out of 4 teachers had not actually read the document (see 
4.7.2, Q. 6). This probably explains in part why there was no record of continuous 
assessment in the mark schedules analysed. 
The focus of the large section on assessment in the core syllabus (pp.9-12) was the final 
matric examination: the physical, content and scoring structures of the three matric 
examination papers (4.5.5.1). It was only by implication that what was said of the final 
matric examination could apply to the grade 10 and 11 final examinations and, by 
extension, to progress tests. Obviously, inadequately trained teachers will experience 
difficulty in making such inferences. 
5.2.3 Lack of reflection in teachers' testing practices 
An interesting question that arose from teachers' responses to interview questions 
concerned the extent to which teachers were actually conscious of their testing practices: 
whether they thought critically about their testing methods and were prepared to make 
changes. Delamont and Hamilton (1986) think that this skill is aquired as a result of 
training, because human beings don't necessarily always act rationally. The teachers 
focused on in the current study did not seem to be reflective in respect of their testing 
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practices. Asked about the way they determined the duration of the tests, they all said that 
the monthly test had always been one hour long, no matter whether it was out of 50 or 
100 marks. And the same was true of the frequency of progress tests -- once a month, 
regardless -- and about the way pupils used their time: they always finished early. These 
were regarded as routine and immutable practices, an attitude not encouraged in the 
communicative paradigm. 
5.3 Comment on teachers' perceptions of their situation 
Our initial question may be asked again at this stage: "Who, then, are the teachers 
focused on in this study?" We might begin an answer with the response of one of them to 
a probing question as to whether they enjoyed the progress testing part of their work: 
"not by any means ... we are struggling." These teachers are struggling men and 
women: not specially trained as teachers of English, lacking supportive in-service 
structures, grappling with large numbers of pupils and heavy work loads under 
discouraging physical working conditions, having no access to interpreted information 
from official documents on the approach they are supposed to implement, and going about 
their work mainly because it is routine. It would be idealistic to expect teachers in these 
circumstances to make a significant contribution towards the implementation of such a 
fundamental innovation as the CA approach to testing. 
5.4 Teachers' coping strategies 
The next question is to ask how teachers coped, given the circumstances adumbrated 
above. Maley (1986) argues that even in the worst possible conditions, teachers wanting 
to work to survive will develop strategies to cope. Van Vuuren (1991: 11) points out the 
nature of such strategies: teachers will ignore all impositions from top-down and "at best 
do their own thing." In this section I outline the characteristics of teachers' testing 
practices as these emerged in my observation of their testing sessions and analysis of their 
testing documents. In general the list serves to confirm the claim that teachers did not test 
communicatively. Although, individually, some of these characteristics can be located 
along the structuralist-sociolinguistic-psycholinguistic-communicative continuum, the sum 
total cannot be ascribed to any school of thought. And it should be noted that some of 
them fell way below the expectations of the most traditional of the above-mentioned 
approaches. The list runs as follows: 
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(a) in the test writing sessions observed, teachers played the role of controller/giver of 
instructions rather than that of a facilitator helping pupils to interpret questions 
(Barkhuizen 1993); 
(b) pupils wrote their tests in a tense, intimidating atmosphere, with teachers 
threatening punishment to those caught copying; 
( c) formal, discrete language structures were directly tested in an abstract, 
decontextualised fashion (Weir 1987). Very few cloze type and open-ended 
questions were identified in the question papers; 
(d) composition writing was rarely included in the tests: where it was, it took the form 
of narratives; 
(e) the literature section was dominated by short, low-order memory questions, some 
of which fell way below the expectations of the traditional approach to testing (see 
4.2.2); 
(0 the comprehension section consisted mostly of (extracts from) folklore narratives, 
some of them lacking titles, and so short that their face validity as texts for grade 
ten pupils was questionable (see 2.6.1). The questions based on comprehension 
texts expected short, close ended, verifiable answers; 
(g) test scoring followed a system of allocating a mark or two per point, and in 
marking, a similar system of putting a tick or two wherever a point was identified 
was followed. Though highly verifiable and reliable, this approach is not 
encouraged in the communicative paradigm (see Weir 1987); 
(h) mark schedules were kept in response to the top-down bureaucratic requirement, to 
stimulate a competitive spirit among pupils, and to serve the administative purpose 
of providing a year mark; 
(i) all tests were of a written nature only: there were no oral, reading aloud, and 
listening tests (see Oller 1979); 
G) tests were deficient in syntactical accuracy and clarity of instructions, and had very 
poor typography and general layout (see Barkhuizen 1993 & appendix B). They 
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illustrated the need for more professional training for the teachers in this regard. 
5.5 Comment on characteristics of teachers' testing practices 
The characteristics outlined above clearly show that teachers did not test according to the 
communicative approach. They appear to have drawn, probably sub-consciously, on a 
mixture of the structuralist, sociolinguistic-psycholinguistic, and communicative 
approaches, and on other practices they have picked up through their apprenticeship in 
teaching to enable them to carry on with their daily work. 
5.6 Other possible reasons why teachers tested the way they did 
In addition to the reasons given above, summarisable as lack of know-how and enterprise, 
teachers may have tested the way they did for two other related reasons: 
(i) The need to lighten their burden in the process of fulfilling the bureaucratic 
demands of their superiors may explain teachers' preference for the more 
objective, close ended, discrete point testing, scoring and marking system, with 
verifiability and a high reliability level as, again, a quick-fix strategy to meet 
deadlines in spite of the burden of work. 
(ii) Another reason may be cultural. As Alfers (1994) has pointed out, in African 
culture the teacher is looked at as an authority figure, not only as one who can 
assert and control situations, but also as one who possesses, controls and imparts 
knowledge. This kind of self-perception may lead a teacher to reject a testing 
approach with tentative, negotiated, subjective answers, which might compromise 
the teacher's all-powerful and all-knowledgable image. 
All these reasons appear to have some validity, and there seems to be no single 
explanation. It must be conceded that the recommendations made below may only serve to 
improve the situation rather than transform it. 
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5.7 Recommendations 
Ndhlovu (1993) has commented that the CLT approach and its application to testing is a 
fundamental innovation in the South African educational context, and that for it to take 
root, equally innovatory implementation strategies must be adopted. These will 
necessarily include more intensive strategies for the re-education of teachers by committed 
and persuasive facilitators, the building of mutual trust through negotiation and openness 
of communication between innovator and agent, and the lowering of the power barriers 
between them. 
To realise these goals, there is an urgent need for the restoration and re-activation of 
reformed in-service and advisory programmes, through which seminars and workshops 
can be organised for the empowerment of teachers. During such sessions, teachers should 
be given a chance to play an active role in determining the focus of the programmes, 
evaluating them and sharing field experience with colleagues. Some of these programmes 
will inevitably focus on progress testing issues within the framework of the CA paradigm. 
The ultimate goal of the programmes will be to tum teachers into facilitators in their own 
right, capable of taking care of the needs of their own school. It is hoped that this 
approach, if properly implemented, will help teachers to familiarise themselves with every 
new development in the future, e.g. the OBE approach which is just around the comer. 
A standing needs survey among schools, universities and colleges will have to be 
maintained to ensure output of appropriate teachers in the right numbers. This will serve 
to reduce the absurdity of so many qualified teachers teaching outside the area of their 
specialisation. To realise this objective the Education Department administration will have 
to intervene to ensure that teachers are not employed in posts for which they are not 
qualified. Where this has already happened, a cross transfer strategy should be attempted. 
It is acknowledged that these are rather idealistic recommendations, given the socio-
cultural, politico-economic and demographic factors that may affect their implementation. 
However, it is hoped that a steadfast course of action, based on clarity of purpose, 
dedication and perseverence, will lead to some positive results. 
5.8 Limitations of the study 
In this section, in the interests of transparency, some of this study's limitations are 
acknowledged. 
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(a) My position as both HOD and researcher of a situation I was already part of and 
the ethical implications it raised, have been referred to in chapter three. It bears 
reiterating that this situation imposed certain constraints on me in the final chapter 
and wherever else I had to make a critical remark. The awareness of my 
commitment to carry this report back to the research subjects has curbed the tone 
my critical remarks. It is possible that I have had to refrain from making some 
important points in my efforts not to compromise my good working relationships 
with the teachers. 
(b) The space and time constraints associated with small-scale, focused studies of this 
nature constituted another limitation. During the course of the year, there was a 
renewed interest in, emphasis on and call for the implementation of programmes 
involving the CA -- continuous assessment and OBE, for example. However, this 
new surge came at a time when I had already closed the door on field research and 
was busy putting the report together. For reasons of their timing, my own anxiety 
to meet the submission deadline, and space constraints, these interesting areas of 
inquiry are not fully addressed in this study. It is hoped, however, that the 
problems I have identified as experienced in the implementation of the CA will 
inform future studies in this area. 
5.9 Areas for further research 
This study revealed the disturbing problem of qualified teachers ending up teaching 
outside their area of speciality, thus misallocating skills, severely disadvantaging pupils, 
and frustrating both the teachers and innovation implementation efforts. A future study 
investigating how colleges and universities might coordinate their efforts to ensure quality 
and quantity control in their training of educators, and might monitor their proper 
placement, would go a long way toward improving the implementation of important 
innovations such as the communicative approach to language progress testing. 
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All the progress tests analysed were of a written nature only. There was a total lack of 
other forms of communicative testing, of the kind recommended by Oller (1979): oral, 
listening, reading aloud, conversational, simulation, recognitional, etc. The absence of 
any scoring record in the mark schedules referring to these forms of testing confirms the 
situation. This serves to illustrate just how far teachers still are from adopting the 
communicative approach in language progress testing. A future classroom-based study, 
experimenting with some such tests, might help in providing insights as to their 
applicability and how they might be incorporated into teachers' testing programmes. 
5.10 Conclusion 
The study has illustrated the failure on the part of teachers to apply the CA to their 
language progress tests, although the approach has, nominally speaking, been 
implemented for twelve years now. The study has also attempted to suggest some possible 
reasons: it seems that teachers do not conceptualise the approach in the way that the 
syllabus writers intended, and in the face of the enormous constraints of their working 
conditions, have translated the little they do know into the terms of the more manageable 
traditional approach, so as to be able to carry on with their work. Ndhlovu (1993) 
believes that teachers will always react in this way to any innovation that does not easily 
lend itself to their understanding. The most urgent challenge facing researchers, 
curriculum planners, and all educators, therefore, is always to try to identify agent-related 
problems and to devise ways of adjusting the innovation to the agents' conditions. 
Otherwise, at the dawn of the new era of educational transformation in the new South 
Africa, it will be futile to introduce new and more sophisticated concepts like OBE. 
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APPENDIX B. TEST 3/C2 TYPED VERSION 
READ THE FOLLOWING PASSAGE AND ANSWER THE FOLLOWING QUESTIONS 
A THE DEATH OF AMID'S FATHER 
As they walked towards Amidi's father's house, Amid, still in 
doubt, strained his ears for women wailing or the singing of 
church hymns for the dead. All quiet. He dropped his suitcase 
and rushed into his father's room. His mother was sitting by 
the bamboo bed, tending the fire that warmed her husband. 
"Papa" he shouted, tears streaming from his eyes. His mother 
stood up· and embraced him. She too was ... [illegible]. " My 
dear son, you can not imagine my joy to see you back. Satan 
... [illegible] a big temptation on us, but by the power of the 
almighty God above, we shall conquer ... [illegible]. In the 
name of Jesus, we shall conquer." 
When she released him, Amid bent down to touch his sick 
[illegible]. His eyes were open. He was still alive. He 
[illegible] at his son for a while as if he could not 
recognise him. "Papa it's me. It's Amadi" [sic] His mouth 
slowly opened. "Amadi - when did you return?" He spoke in 
... [illegible]. "Just now, sir .,. [illegible]. "Who asked you 
to return"? he continued ... [illegible] Amadi's mother 
replied ... [illegible] .,. [illegible] Do you forget so quickly? 
Don't you ... [illegible] you asked the teacher to go to the 
university to bring him back ... [illegible] 
"Oh - it is... [illegible] ... [illegible] that followed 
frightened Amadi .. , [illegible] It lasted for a full minute, 
and each time he [illegible] Amadi ... [illegible] he would 
cough out his heart. When his breathing returned to normal, he 
opened his eyes again and ... [illegible] at Amadi. "Amadi" he 
called. "Sir" ... [omission] "How is your wife?" 
[omission] . [illegible] this question his face became 
[illegible] and his eyes more prominent. "I am not married, 
sir; I did not marry that girl," ... [omission]. The tense face 
relaxed, giving way to a smile of relief. [illegible] and 
mother looked at the sick man in expectation. "If I die now, I 
1 2 1 
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shall be happy." ... [omission] "You have started talking 
... [illegible] again," interrupted Amadi's mother . 
... [illegible] I have told you will not die," ... [illegible] 
The ... [illegible] went on speaking ... [omission] each word 
dragged painfully 
I am glad ... 
[many illegible words]. "Amadi, 
[many illegible words and 
punctuation marks] my own son could not do such a thing. But 
promise me that you will marry Nwakaego and I shall give you 
all my last blessing and ........... [many illegible 
words]. "Papa, what are you saying?" [omission]. "Have you 
promised?" ... [omission] . 
His mother looked at him pleadingly. " My son please promise 
him; Do [sic] anything that will save his life." 
... [omission]. "Yes sir, I promise,"... [omission]. Again the 
words came slowly and painfully, with long .... [illegible] 
between each word. " I am now happy. Very happy. if I 
... [illegible] [illegible] I shall lie quiet in my grave 
and not ... [many illegible words] whether you 
have married a stranger or a girl from ... [many 
illegible words] me your hand. Your mother knows I am not 
owing anybody anything. She knows all my property, all my 
land. God bless you and Nwakaego... [four illegible 
lines over the page] . 
Answer the ......... [illegible instructions]. 
1. What was Amid's work? 
2. What was 
father? 
[many illegible words]. and his 
3. What was the mother doing when he arrived? 
4. What did [many illegible words] seeing him? 
5. [whole question illegible] 
6. [whole question illegible] 
7. Did he recognise Amadi immediately? 
N.B. all questions were written on chalk board because of 
their illegibility. 
122 
APPENDIX 8 TE5T- 4/D 123 
• 
. 
l 
f, "1 /' I U ,- 1/ fI f ) '-, Cr'. 
," - ", - .. - - r-: {I .'J_ I,[l.!l~!j,-:: Of/::-- /~"/~:rt:.- fit5()u"l "/flt_ ,0 U1JVJiA!~! "/()VI( (:flr..J.):-( D':{'j!)f,C 
(n) Ii kV():i1!:t'lf PU)C[ ;;. /{'f -;l/{: /1/1(.II[fl f!t/"j f. fr7/j'!yj- pt...;:;C( 
/il ",f!t. [f''7KDLl'l !,':"r'/L~L ! £!::;j(1Y..i-E 
(/3.) ("v'y. f ~i r .) ;-! ( / .... ;.'ryu i{ {" iy' ( fl.) :,itl! ilC ii/l (,( --.~/ ,.-:,,::; (1j!.I (C 1/ 1.1_
'
17 \ 
" fj--:'-{fVJ:i"{) F;; L/kt-/trf,'')U !ltfU. (}t" ;/:t:. ~;'~ "'1 elf //u cjV3.T 
r'4 '-1 "£ 
c? #::.' /' {,ll.b 7! If- fiif 1..1..7 'vVIN;:f' illS .5"(j:'~'c. I}; Ij /I/-Ijtt/t;..·k' jl/( /c)f. {o u)l/I'e 
'.'. C'~L{{ ::'/10//; (Ii: IYlCfrkJ) 
.II (F 0 PL.-IJ !JC S. 
r. ,v~ I 1'/ IIi,' 'v'i' (if- L-vr7YS iU!,' ,,!~( D iD (( Y. (L·1/J"). (JU/r..'J /)t!o/ (tA (r'f 
::ihl'..I?:6 1~1Ff<:II'Iq i/II'NtlS ,rz:'X '/!l{n.'fU U(J i-:.}li·" l/(i/I; t:,./!) ()6i>' lij.;.'_ 
J'cd tf:i':J :,'.Ju t '!') -'/:[j ('uc/-6/,/·{ ;<('j. /) a)rl·~c(u. ; ·II/D;:.-.; ~/51 -
Ji II [J::. t. «}/ ItJf'.QO LlI ~''I(v{f /....c:'0 //:.{ li .. 'i(,~( 5' !L'-t::, JI'! ILY IIY c; l)f_:..:.~.-u7 ----
riVe. I!UN/j,I.(' r. 0 f.J Lflf{i, Ij::.lO I 1:£ (./!./-Cp 1/ {.1)/I::t, lJ( l,-1PO \f, Ili Iii. 6-
")I IlJ'--1 {).'ITO ( ji-1ijrv {"J/fO Jf.J'V1rc"o ,i /F d /i//'/WWl K , ,TI'': /IJ/;'."I 
11(..1P,.7 lItJ'yf5{{ r: '!.LUrzU{ -,Ill tV!IF!lS k'!),f,:'; U)(~"~:'- l-:Jt-.LL. 
::: j N ! r4c3;Ui. (,P5, O(l:(;PLt)!\'c.~ ,-:,!'TfiJ CU/!,I !-I'\{ {r!t;l('!C ('_'t}j it.{lCt),.·" 
e;y C·i\V!LL£ ONI) L-U!L...GU;:' {.O/O~/-II' I,~I /!!i:, U.\. if. 'III{. PlflNt nb.u 
f7'"i Ii :;tJ[[i'J (F fld-Jcft 5(-' k.~)t, G fe.f.·v Ji-o~--!rcs obo,.C(1/(:' 7'/-tr (1 ~ ,..(1) .! I-{[ ;-:/1 "-tfll t. r;·S7f:f,. iJ.ry·c'-j I, rt:.LV i [jell OS; hut ! i /i-1t/t:::.L . 1n ~ lor: y 
.3/015.tJ)/ /iII?Cf<riFT If:; 6t.L C/Vf,..l.! 7,.1£ (uDf?1.i::.. ';fli.') 11/<[ 1/1(' (i:;~ics7 
'7::1..J:?.f I D F jP.f/t\(S PO"; i I {frEY fjPE u SE'6 F.=lf~ /I/K (/'1:3 :.JW?c.t ,::; l}06S" 
fiNl:. nit) II..., (j{DM Of'![ PLfiC.{ 7D r77VQ 7HE-.f' I f/(';(VPLt;N{ J t. U/~ I JC" 
iJ'f e'I'/05. OK lZ7 rLI/ND r)~ t--+:Jtt-{. LVi C/7tL, 1"11'(f)·i .. Crt/'l! ~v r)t:)Ni 
,. p.OU/yb ''':'IIt: Uj,-~f7...'~ . .Irv f7 Ati"Y, 
( 
I, i~l) 'L (,1)(:.:£ ('U.f.: I() r.J 
,,'-UOOf{ ;':>, OM 'TilE: U N 6b-?t(r/£D ViL.1P..t::,f il,'[ l.{)Ot?O t :,J1I;01 flftr; 11'(1;;" 
:6/1/(; MEI:;NiiJ{~ :. 7/1(- /, £i C;v,{(,! t..-{Iouj 
('.:"1}, S'cf,7 (8J l-{)t.-t l. .. ( IY9f.1.Jf'-I (() 'lulU. t~) VCl<V /I)(L (YIII<Il.OuJ ~UfL61r.J r=; ( C) yc.k~ON LUHU . f./f'irrv?S f./ICrLlf::t.f· 
;; ll_)f:,i-i bGuJf'I ~7i1& 0.tjnlol'l 1.IC((rlbEK.. i>""6, 'I"-f(= ~Yr~7e( __ ( (}r .tflE 
(0f.k[CI I;I'/~'L{)f-r:., bo 'Noi WI" lit tiNY U ... Juf/./:::,r;· 
i, L fi V, t-I r I t'jQ 5 
i.n) ~r'/-It r-(~,n /'L-t nt"1 70 '( {_ "J 
([.j '!u[ '''''-IvaYloP- or '-if'{( (I~~ I r')E.P..()r~Lfi"!£ 
'. .. ,.-. \~ I It r:-fti1A..Or.,iJ (t/ If'I I.e. fj 
APPENDIX B TEST 4/0 124 
~ J (.~'fi S 
, 1': 'K fi 
cY ... 6. (t,.) (''-'6'5 L.(/'/!0"1/-J(.J/-ZII}N7 
!J1 A i)L;P/ifif'ri Iff/,,/, .1-1 (.ufit.. .t3t i:CI'V1t.1yp:'~i.rI:1j 
/ ~/ ilt IJ,~ .. O N()U N '/.':r.. 'i 'S U_;(;.·6 '!({j'c.c I'~ ',;:t, 
r- L ;-.::}: S 'i;J 
u.. (:.; / /'. / ; " .. ' ! / c,. 
',,)r l)'I".:r':~";(!·?rl·!)J/-.:·> Ii 
J. -
\.1;.1 1/' r<, C tLri('-; (t~ J 'j;; L C(j i< ICI/" I;' I--.. ,-1";'1 c:- r,:' ~ ( j 
-It.~ ~!IO'~J '"ii/("j "J()(~~ 
~,i Ii! I ',4 I I " i ,.) !'\ 
i, '.,/!) ; Ifl'S. r (cv.~ !J 
: "'1 .. , . f \ ;, I!· '. , 
y_ }·.1(-<-·0 
;" t- 'j 
I r ( (: r!''/' t ,. 
t;, ;:.- L 'j I ,. '( ., (' \,." 
, , 
,.. 
.. 
{:' X {. 
,;)1 (.J \) 
. :~/... c: I L;t·! L ( (; i'I7.~ U Ii L-f L. 
. .... -.. S 
C2. ) 
/ 
.1 iLC{1 
UtrCX:'~{ ~lItf (C)f:U;,(1 1'_<,,6,'>'1.:;( :[f( t..: .. {,::/t,_: !t'., bf/tf·t.i..: 
,'! \ j .... l ( t .•• ll;, "-le-; I' fc- {; t~~-t. 1 l,rl:.1'::.fi(_~) I!~i I'.'j I~ r~r-tf/tJ·.~ . 
,'\.\ IlL ~.(:I,.)J5 \;1'> 1~··Ch-J (v'tI' i//';i,j 0/"'( (Ctir~ Of/{), 
\i:,: 'Pit: ; I f;) .. 'f, \ / •. ir:kt:) ,'r:'; \r £-,,-(,0:: (c,c..t. __ 
ilV\'-ll~lr(1 i.ubl')f~ ·:~t:r".AC', ··:!"·i'r ... ·./(\it -.r·/ III::' (:-.o{'t .';ci:f)rv(.'( 
\v I _ H (. .;.vr...l. t!it (r:-O(.{) L j:::.': u. L) i (! 7 I; L f::A .. '}e Ill"; . 
./ 
l (I!CO~t. tNt fjt:;,j"("'c'TlfL ~ 1'#~'C/~1 (,'( r-([leU):.f ....... , Uj'..:f~·~ 
(t:) '-;flf ';/'il'l({" L !r<f~ I:u ..) !:,f !lle ''(t.·Cl- '>;"hfS. 
(!~'/ ,"'j f: L .' uf1C') L e'er. ;1 C' ,.: i. I; {Ii r ,~,!{ fie { ( 
(C I I ,liLY t. "li,j L { .. /ULl '.-(H (' f' {fJt11 70 /)/i:·i:'.·t (,u:: f r-r: 
(6) U;'uO I ,r 1-1 If"'; U' L(... , 
(l) :'Ot,.,[ fli..O/.)C( LOSI ::-(1, 'ff/erR.. ,·",.f)vj'. 
/ . "\(' (. - / U" ! 
! , •. ' .)... J 
lot WLUIN ;7;[ :,!"'i ... ('Ie,-! 
I ~ '~J 
.~J.f i.'livi:. Ycu j~u: ... N ,:;"Y '-~':·()~r'ck. ~1·,Yb'tL. r,'rr.( 6 
,;.;..I'i\IG/51 ( ... .'/"/'0 J1i,U('. AI:.I c);/c·r.I;7'LcJ :v"j (/r..:;:.,Sf'/ /,<0<£ 
3,3,ftN!:'li Sliy$ , U;/,<if,l /j' 'il.'LKII'/~ '-ifrt: (~_~t...U )1 
?',(J.. J i1tiut 1...[[ 1-1 Itflt..I'·'/~ ,loS i.<..'c.:··t '. in4-1S ;:";..JtLi...·t) 
.... ~. S .': ':::11) ~ , ' f/{3- CU'-vllirl. ll6.i...d 
l'/L::'jlit. ;"~Uf-U7IU(SJ .. ~)y5~ 10) 
'-
:"-L Cft Dr' C {I ~ C:.. /-d/ / U i!.,t .. CU/\·i;',).,-O f leKS. (; t.... r . 
, Lv 'It) IS rvu.f":"i[,i: LJ..J; Fe.' '7 • .i{.l.)ffO I'; IJ'jf;(l'I.f:j1 (I '" tc .. ,:t(,) IS. 
ju/-l."l ~ (;.) / rE;.. 4. l-UI(V (u,:;( _;U,V,v'[ 'JIN~ L:...-";i, .... /'I. LU'!'I j'U/i{ I J 
:; ;".:;,vi. -/"t"'f,'iTc:-K1! ()( .'('/"'-(')!oT.! JJi-SS t,.V!:;.'·! ;'ji,j ;,', .. 'f' .~:j_"/ :/'t_· 
&KCiS I·~r;rt.f?.· (;i'l.,P{./,I/·.1 1,1f.. {,·{r..t:v,,/'''',f', /;;/'iiF:' Ct" 16!-;(i.HlruL 
) 
~ e 1iJ, J( ,)C L.t rl-{ L L (( ) ((1 f":-u L- (i::,' M i.f rc,; J ( L) f'! /( !:.Iry (f,J i ~.i,',v' ('l :.',I:·fl r:! 
"/~ ( )- 1-~-II-.'l;; K. ;-J"-
•• /". " I ~ 
APPENDIX B. TEST E 125 
£.J..J '9/..1£;.1 taT Sf~~, 
APPENDIX B. TEST E. 
SE.eTIO\,,, B 
l, It t-f2-~ILt{J.:L 
C£ rVl h' (t }-IE r S'D ( ls 
i ..-
<"IO-I-GIL. ~~:( ':'~~) (" e '~Qt'\ d -- --lb-T- q! 
l-..•. _ 
Co (1.--, {o r1 w'l\ r fiJi 
{~Q,t- QS s.to:;f-e-d by 
126 
'. 
/ "-~ 
AP~NDIX B. TEST E. STb8 EN L ISH TEST . 
127 
R,eaG/ -the -fof/OWINCf Yf):;SA e; £ 
'1he f:Jr/~JCIf>Q/ o-f O(,~r ScJl0dl"tASf~ts f'.lot (fllof t.AS hGfrt/~/-' 
hq{e In ot le6frt ~ne 1-'1t;eof Skorl.,·;\.H~ .SC3'f~ .Ft MekS.~5 
J!!e.'8I (ihtj, most (£>7 -(.I,e J bup!l? cf'Jre~ OJ rtF, h,1I?1 ~na u..;e .. 
Cljolj srendllCj Our oftelndolls 00 the £?o/'t f>e/c/.. . . 
DLiriltq the ..first :i.er!),'] we 04, te.k. 1.£ Eii /~) tVlei.Gth/~,tics, II,oJe) . 
C-U/lO eire no-(-fqs.t encu~h -to. be -{.'rack (31t1J/-ei:es -Lek·e far-£. 
, t I -t h -e -f Ie k;{ e-ue.rt t ~ ~ :I '-tried h Or C/./t rf ~ /'.Jlno/$ ei/Jfrlr~ I Q So i ' ,.Ie' 
ue~r' btAtfoclt ld -that 'I W(~stoo t;;.lt'Of iartqta-o Slow / .. 
J'fhcrefore.1- SWltc f ted of£. -tQ -(;fie"gO,? {netre'S' Q(-,d a tt!-,cU- : 
Cjh 7: neuet wOn q f'QC-€ I C(~rnr: S~/::4:.."'i·()d.OII ,Si2Vf!.I"0/', :-.. 
Oc..c..~.$IOflS. I .7_~rvl ~jOf/4 ~o-t...,.~ c.3("iJq'tli:hl.S~ '~eo.; and",-.J...f:O 
qnl Cf/so 'j.f2,n<.i -to cr(:t!er~/Ut/le: 15dD:'f}~, bc-:ctq,--,se~ .. 
q(lrl $ure -:..L ~l-6 .. ue -tIle s-co(~·ltnGj.,., "'';,-, .. , .}:. 
, ,. 
~ .. 
. ~ , 
i . J ~ 
'"' . 
":. ~ ~ ". ~ r i 
'r ' 
.... ,' 
, 
rtf) SW ER Ihe '~ol/oWf(l9(tuest/9IlS 
<9. L.Les t; Jon I '. 'j. ~' ... C', : 
,.) ~ ,", i ' : ," 
. i~: ~ -: 
CfjQ'l<je t h~ fd/104Jtrlg' S<?rr[ences, .,nt~ -cLe colTftn~~~Jsle;tr('" 
II~e /]rlncl/:;Q! of our sci(.Oo/-,nS/~1s. :![hi.;/t j~'ll" ,0-{ 'Us ',' 
f~ql'~ IC.tpGt.e:. In at /eQst on:., -tlJ~ Q{' S,F)rL., ;' .. 
z,ffe ~~s ,'t keeps ut:;. heqLthy. r,',,: ... ' ... 
}" iY/us-! df,fj.e l'4t1s. r.4<jree wdlJ h;"l, :, """.~..' 
Lf-,bur;lltj 'ihe:"'rgt t~f~11 IA../e 'qlJ tal1.e ?(dl/t In the' et;tfl{e,tl~~, 
3,J.. ~rie..d ·>kq.r:~tl''.~',5 art·d s ?~'~(tLS':,'/ ~~ ~eQ r. ; ';;" 
., ' .' .. ." .," I· .; 
i .~ 
\: ... , (~X Z -' If:?) ;, ,":' '. 1 1 
'".:. 
, " . 
. ,. 
! ' " .~ (iiUe:StfDri 2.. ...... ; >. . '" t', . I, 
;' . ,;f "',¥" ,.' 
~'ve the Coireti for ,;1 rsr( 1;'iE words i, ;.,' JJ)~c/<:ett:' ';":, : 
- . .... .': - ~ ~. '. ...t. ~ 
(.L~$i w-e~k the krloC"'/:.o/~ 'o"ur.'sr ftV:::JI ( inS/st)'iho,t ~II 
o~ L~S L ~/r-lIc./PQ1·e) In O~. /'(:"9~C,o;,e :y~ of Srot:~ . 
2,~es-terd~ rno~1. 0('-( "::Jrt-t'ts, c a~l-eej) .. ~v:,~e:,i}i~J; .. G .. ,:;t·'·~ uJ€ (*= r'.1Oj) '~j:k'nd'I't9 OUf €''r f~Oon7t D~'S fOr tJ$ -f1~~,r~S:: 
3 ?Ast &u-L urclOJj '7 ,;,qrn) '10 ';19 t!D C8) .. ,<jl'3Q~~~ .. 
'4--Ii,o$~ r...uho are not (Q<;.t e'IDc..Ic:qh -tp be t,qCk': qth/~eSCt<4kiJ 
t:Pr{ In the flelc:/ eue.rttS In PiE'll/Cut ':jt"Qrs Qnb{ -thot 
[keep) L.f$ he~L~. . flo] , " 
j ) ./ C. c- ('l~ 
~-', 
, .... . . ' .. '~ , . /;~ .. ' \. ''' .. ": , .' . '. 
" 
128 ) , " ",~:.; .,!AppEND rXB .. · rES F. 
". . , " " " d L.f e S {, on~3 '. " ,':, ',' '.. " ' ;"; ':, '. '.:' '" ...., '\: ": . .'.' j .) ~ \._., 
.. " .. 
,<. '. ,', •• ;;. \: • .' '-:", • 
(~I J'~r'~'1e\~t-'lE'~,,~ea,~~Yl1~::t-!~~' -:,:,~,~,ln:) ,~1~;S,) yf~:''YQ,lt:,e; \, "'~ ,~" "," 
f0J"i~ ::-t~~r:rs te, ~·to6i.(' ',' p~,~~i(p'~,r:af~i-,~~ ,~~' ': :':' "" ,.'< ,y, ".:'"J ",~", '. 
2v~h,~ '())Gl/:(;;k:~ ',()/roV€ -ti,'e;''j-e~ f '" ' " , '.' 
~ • ". ," '\." r"" \-... ", ~ - ",> .', '" > ":" 0" . \~~. 
, 3" '.' I! e ... € ':'1*!~ ~ ef~" '(~/,€, ,,' 1~1,,~fu YJ: 9 \ c~' I:~):I~ ~ " ':: ';'~ ~ "~,:: ',l.'" ": \, ' 
;,+.'T~e, 2J;i~ r: is:, l~~ dtr(9' ~lhe:.W.~)<kS·~· .. ~ :'. ,. : .. ' " , ," "', 
. {$:J]IE? J~:ef~{ f-tJ(;tf r:t;! 91<i'j:tJl{>'"b-eIl."<' ',"," 
.;~_ ~:~~{,eiJ -: ,p.;·ere re~f'.{\';rK9"~ ~e~.~;.:'t,J:~ 9~ ~.,'~" .... ( "\\ : 
"~~;:':C;'(f,)ht/ f:.JQ..y5 the "(:.~c.i:o(.; I~-{ ',' ,,:,',,; .,' .,,1 \ ~ ,.-:.-.:, 
~ \ I' \. . . . . 
. 8,1';2(2 headn,lclc;,.1f':~~1 j>'fctrdrt, S I (/y (hf(~re.n,' 
'-:1. FQihQr i So W·9tCJ'1( n 'j ! V, c,' ,.:.',' ',.. " ,", ,\ ','~ ~,,\, ' , " 
.. lor- .~ •• '.1 '; ~ \... .~ • ~ • .' \ • 
'.,\ /o,;rhf!.-l,{-I101Y:S',\Gtt'e' 'Sfn9"~,~9 SonCj~-:c., 
, ,\J\ '\',' "iQ(Aes~to~)' '-f-' ;' 
L. : ~, 'l-'., .~ i" . . ;;., .'1.. ':, ...... J .: 
C.() fY1-Fo;' t "i-)e.r" (21-1 ; ',.', 
, 
, ." , 1'1" \,.-.\ ~ I ..'i \ 
\ ... \' .) , '. ' 
,\, 
, " \ 
.. \ 
, ' 
, ' 
.' 
• 
APPENDIX B. TEST G . ... " ~, " 
. "". 'c>v 62/:5 li/Ji's:··T,··srb·8' 
. '" '. ". 
: .. ' " 
.... \ 
"-'n ",p' 
\ 
:A?¥De,e.' TEST G., '~O 
. ;., __ . ',-'·',t"· 
....... 
C~f-lffN~6IH~ rVLWUJIN~ 56,N7t:·N(£.S;'/rYi6' '71/~ 
{C7 N///"1..lOf:..I S 'i£f'-'Sc',' ",'\ " " 
(~J«r£ ". R1N/iYSUr::Pt6'siHftr",«jS f1 ,/:JlfNVlOfY6 
(B) MRS p~ KKi NS'.t£ciJ::>~··c; /0 f;v££'P, ',rr,frN.b 'H I~,~ 
IT /IY 7f! E CL£x:k. .C', ' ' '. ,',,, .• ,', ' ,;-', .~-.' 
{ C)/V1 R S Pf; ',R'f< i N:C1 C;O£,5;.l o:lrf'tr 06R:fJ t:l~(~1i 7llE 1J~, 
(b)ff-l£Y bl$CLFS:SE1!:J Pou;/s BciJFRIWb. " , ... ", 
{~)t~!~~~S:7!~/H 7Hc '':~'':/~ 7"- ~5:Jq~, .' "" (/ &) Co (HEbe 1i;.CllV£S lDOl<t~'t> Fof{/J1L lYfJ/>10ND {fir) 
b(L.{£<;"IOr-/ :2 A-.,:.... '.-:;' -.. '~. " 
". . .. ~.\-. :. 
/vtT£ IZhTuR£ .:.:~, COMFoK.1 i/IeKS£, L~fj'.·'BY.'::··, 
. ~ eRfflv6fNE.. ' '/(.17:1" " , " ' ",".' ';' 'r 
f. WHO (,uQs Coj'?:FcKi£ MfF;J-/2~R')' .' r~) 
;;;;. l-u 1-1 0 W r7~ /-1 b ({' 'Ffi77-1 cK ) ...., ~ ~" < 
3. wf-l~tZ£ 6rD COfl1 ~~7 !-7, t;jlJ'")MftR<q fiRE J l/~~ ,J ,'",' ,rb ,I 4- 1..,01-10 )~ MfS.s HFJr-JYE R.. / _".. ';, ,'; .. _ ." (t :/ 
5 Ho(~" .b.f)~ B£ttv PlJ7c~·.Ft.fff:'Look·t.Jj{,c,} !;' " 
b'. tuNO." j.f. ·7lf £:, ft_tJ7J-('S:{/~' 0 F-,~:Jl{E ,'::66£) C? tv:._FoI(T ~/~KJLli 
(jIVe ~H£ M~Rtf!f;\8v~, -;-f(£Fot.LO~;~~.'woP~: 
(I )scPJ? PING' '.. ,~lG) pot-/-~et ", 
\'2,) (h RN. f'll6~S. (7) Ft1)ATt=-lJ ' ' 
(3) ASPHft~T C?)U-fATTt::.-KtNEJ 
II L) Cj,~S bE' d -.1' , l5)~(YJ~rrased ~i6/:::;;:;!~'!1" 
2C 
GrVE/HE .··OPPo~/.f£ .OF-rH£. Fbt{JJVV!N~ i.uOf(~ .' 
(I) L.A j~)J " " , " 
D, ) ~bG. f'1<. 1-)0 jJ 
0(1) NtE.w PO!,.ff f-/ (' 5 ') UV ) O(JrcN~p " ' (Y) e:;"9nct0J 1.- / cr (}T/+lv ::-
.. 
, .' 
STD 8 
ENGLISH TEST .' _APPEND I X B. TEST H. 
SECTION A 
1. COMPR31ENSrmj 
high krans. In spite of' his watchfulness. -:1109 ~CJOO:l::; w:lic;l ::. i -.Tel i:, ~::.e 
QUESTIONS 
.~., ... 
"" -- .-.. ' 
(a) What did Jlqengeni take with him to the :Cield ? 
(b) What did Jlayengeni use to make a slip - knot-;? 
(c) Where was Mayengeni patch 0:C mealies ? 
(d) Where did the baboons live? 
_ 't •• ..1..,. -. 
, __ > .... I-~ __ ~',l, .•. _ • d __ 
(e) What plan did Mayengeni made to hit upon the baboons ? (2x5=10) 
2. Write a letter to your grand:f"ather and arandmother. thanking them :Cor 
a pleasant holiday you have spent with them (20) 
3. Change the :Collowing sentences into indirect speech. 
(a)III spoke to them yesterday" Said the boy to his teacher. 
(b)IIBhould I take ~ books with me everyday ?"Mary asked Joan. 
( c) My 1'riend said; "My wi:Ce alw~s drinks coffee :Cor break:f"ast" 
(d)"! hoped it would not rain" George said 
(e)"Fire" The o:C:Cicer ordered the solders. (2x5 810) 
4. Begin the :Collowing sentences with the underlined words. 
1. The teacher chooses the team. 
2. The snake was swallOWing the rat. 
3. The police have caught the thief'. 
4. I shall built the wall. 
5. The elephant trampled ~ to death. (2x5 = 10) 
13J 
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5.Join the following sentences with the conjuctions in brackets 
e.g I calied him. He did not hear me (but) :, 
I called him but he did not hear me 
1. Tefo milked the cows Thabo fed the pigs (and) 
2. Please hurny. You will be late (or) 
3. Bukiwe, Buyiswa could do the sum ( neither,nor) 
4. The baboons IIlUSt have seen us. Hee was killed by his enemies (and) 
(2x5 = 10) 
SSCTION B 
COMFORT HERSELF BY GERALDINE KAYE 
1. Define the following teras 
1. air hostess 
2. paddington 
3. pidgin 
4. achiaota 
5. bougain villaea (2x5 = 10) 
GIVE ONE WORD ONLY 
2. (a) What is the name of the airpot in London and in Ghanp 
(b) In which tribe did Maute belong. 
(c) State thungs that were new in Comfort, that were done in Ghanp 
(d) Who is Mantes wife ? 
(e) Where did they live ? 
(f) In which school was llante educated ? 
(g) Who was Mantes Steward. 
(h) What was Mante, and Efuas work. 
(2x10 =20) 
3 Answer the following question 
1. Ef'ua was not working when COIIl:Cort arrived in Ghanp • Give the reason why ? 
2. What was the main quarrel between John and E:fua 
3. Nobody can live on one salary any IBOre, so 1"11 see you tomorrow. 
(a) Who said these words ? 
(bl To whOlll ? 
(c) WHY ? (2x5 = 10) 
TOTAL MARKS = 100 
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m) 
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QUESTION 2 
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SIil. 8 
co:m~c'~ 'i'l~: \lE~l' . ...!!l BR\G~~TE..:'_. (1~:~1J.E1_ TENSg" 
c) 
:f) 
1) 
hr:ncst 
CCllSj)icu()us 
/15/ 
1. i~t th.a moment J(.'hn (st&d.y) h?xo. ~ut .:ne d2~r !Y1 (Ii w;) the li!fic of' a rl.ch 
4. L'x~k! He (run) be:-:uti:fully ! 11& (sfxn + win) l'2.CCS :f~'r his ccuntry. 
/15/ 
9U'~STI0!i 3 
J.fJ".r~ SHOI1:r' E}:PHESS] ON TO :iillPI..I,CE THE UNDEF..LJ1Bn EAPHESSIOI."'f. 
i. c. eVES":! f'i vc l,.inut(~s. 
1. 'l'he tr,':ins be t.c t;:~ ~::::3~_t:im~:::-..E hc~~ {every . ____ mijnut;es) 
2. ~1r. B~;:.lr:yi -'(:C':.'k e new i.'r",pth !:~!l ·t.:!:.fl!~.p'!:inu~{ every sec,::nc'ls) 
3. i'wur} 
4. m<~nths) 
QUI~S'nON 4 
CHOOSE 'l'IIE lIDST SUITJillLE WOim IN BlU~CI~TSTO COHPLE'fE EliCH SE:rr;r~N«ii:. 
n) 
b) 
c) 
d) 
ide,::.}) 
pCl)~lc 2re cct..:-:rmim.:(:,-,t hec,_:mc riel:! 
"-.-
indigu"-::n t. ideal , pr.,~mir,.n~t,) 
/10/ 
c) {CS;-.0C t!:; > sticks, t-:rituws) 
----
/10/ 
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FOE~OW. 
ALCOHOL ABUSE-A ~ER:TAGE :8ISEA:3E? 
It was tyW 0' cJock in the Eorning vlhen a :gersis-cent lmock on the door YJOke 
her up. TrLinL:ing it was Da...'l.Ily '1111.0 I.1ust forgottern his key at hOI!1e ~his nother 
got up~ She noticed hO'l1 late it was and. decic'Led to have 2" serious talk with 
hiD about coning in at that hour~ She open'3c:. '~he door rather abruptly.her 
e..nger iDDecliC'.-ceJ.:;- turned into fear vvhen she: saw '~hat it \'.'asn't Danny .. vifithou' 
wai ting for hor to invite hin in') tho :police officer -began speaking in a grcr, 
voice. 
"Are you :Je.l1l;.~rt.s nother?IPShe jV-$t noc,ded hL,-t l"'a;;r :fear gripped at her sides j 
nI-xs 3i thole 1}: 'YD.'o311y sorry to hc;.ve to tel} yp-tl t}t..a.t YOUl" son has been 
involved in a cal" 2,ccidel'lt .. We believe he WaS l.U1G.er tl1.e infJ_uence of alcohol 1 
, . \ . 
She \vasn' t J.is-'ce:;'ling any further ~ Sabs of 2c .. i'1.ger 1 pain ci.nd guilt racked her. 
b ody ~ Her De .. n,n:'T, o:'l.ly 17. so strong" so. fulJ. 0::: life. For 'what cri:L1G? 0 .~ .. 0 ....... ' 
Alcohol amIso. 
THE TEEFAGE:2 Y!D~H A Y:- ATCOHOI p20:srill:.~, 
"That's ne ,D2.l1l1.Y Si thole? but I all also the luckiest Y01Ll1g nan on this eart} 
I have survived a serious car accidentGAfter Donths in hospital and a clinic 
for alcQhol addicts ~I aLl ready to start a new life-a life free of alcohol" 
I have learnt ny lesson the hard. vvay .. IT took p.e 2. C2.I' Eccident to teach 
ne that ny life i;::; too valuable to spend so illtoxicatect that I 8Il not aware 
of what is happening aroung ne,.I r-LBove reas that alcohol is the leading 
cause of death aBong young people between the aGes of 16 and ~4 by far 
ou tVveighing E'..J.'1y other drug or illness .liIoreand nOl~O teenagers are drinking 
anc. Dore ?..nd L;.ore are d;yi.ng as a result of 8~.cohol abuse. 
W',(lY did I st2..rt c'xinking?oIgl1orance is the :Ll2. i n rea8on~I suppose.ldic1 not 
know that it 2.ctl-o..alJy affects both r:lind ;J .. l"1C~ boc1y .. I wr:.tched fly frienc1s gettil 
, 
drunl{ over weelmnc1s ,after school cUlc1 sOIletLles eV'2n dtU'ing schocl hours ~ 
I thought tMt tbere could be no harm in dTi:i1kinc if everyone els8 1.\l2.S 
doing it. 
':;:he personeJ_ 2,-C -:;he clinic told :::le that 2.JCOllOJ c:"-.uses br2.in cells to die 
off and tr...a.t :i . .!.ls8.L1i ty 1 cancer and ll:lporten.ce 2.]_~O 2~_1 dlrectly cauesed by 
G~lcohol 2,ouse" T:-::.c=,~ :3upported ne J but they \!2rO Vel"'}' strict • .Alcohol abuse is c 
disease anc~ Cl .. ilyo:le '.7i th 2~ disease should l'lOt x'osist profession?,l helpo 
I 8..I1 in L12-CrJ_C thi;] year iJ.nd I m,l stuc~:iinG h;.:"rc1 'co pass at the end of tho 
year.There 2.}.'e (12.:"8 wIlen I: feel like 2. c"lrilll;::,':,-a;y-;c; when I feel depressed 
because I \~laL-::t ·~o go to l".J.TIversity 1 but L"cjT :;:~otlle:r cannot afford to send L'..e tc 
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\ 
~ \' 
.? 1.2/0 . , . , _ . . . . , , '. . , , 0 • • , • < , , • • • , , " , 
I diG. not S"L'.T7iv8 that terrible CcT 2ccidell-C ',:0 ]Jol"ish on the streets-I 
officer IV~illness • 
2.US8 .. ....." . .,. 82.C'::l GI h:& 
Ghenge the follr-Yiing into insirect speec:h .. 
1. Chsks sc.ic1 1 ;11 vtill SGC the Y}h~ce Il8Y.L to::'..orro;.i ~~~'orinb. 
CUli'·r::;fT1j(1T.::- j-~.~-!:::::~~:..:--
1. "britain contai'::12 thr88 coulltries.eng12Jlci. '.7ales 2.nc1 scot:2.ancl 
QTJ3S':r1m~4-
(12 ) 
(14) 
Give the correct tenso Qf th8 follovling verbs in orackets oe10v1" 
1.At the DOD2lJ:C J O~li1 (livo) the life of a rich 
2. ':tonight I (t2E:) to the nost bee.tiful girJ_ ill ~cIle v'lOrla.; the very thought 
of it (:r:.c.'l,ke) DO focI ezcitocl .. 
cake" 
2., You (c1G8Sn't ]do:n 't )lC:lOVl yOill~ v/ork. 
3.~7hy (isnlt,;idz~'aJ::'911It)8very pu:;?il in the c18sGroon? 
Ol'l the tree .. 
5 .. T:l.8 b2.sl::et of veget2bles kitchen. 
C Ol.=FOB.~ Im~;13ETJF. 
- -- ---
~hen Coillort Cll"'::..~·ivod. at Penfold. .Granny GRve he:::, 3 rules. Give the:.:.:.. 
2 <' ~7hy \l72,S Con . for:b 2021 exception to the childre::J. o.,t ~en.folc1? 
5 
3. I,ettie stGL1P SEd-a. she is 21lowes. into tho ol'lL'Icl1yard und.er 2 reaso~. Yft .. ,,-"""',~ 
are those reasOl~? 
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/3/ 
4. Vihich f2.Bily in Penfolc1vv2s the poorest?Hovv e10 we lmow? 
5. Which fanily T,7as the richest?Row do VIC 1m.ow? 
6. There was a qU2xTel or nisunderstand.ing Detvrec:m Lettie and Cornort .. Explai 
tbis in fulJ,. 
7. VIi tl1 WhOEL (1id. Co::lfort go bean-picking? 
8. Granny CaLle &"ld disturbed iLlLe bew-pi cldngA \7b.y? 
POETRY QUEST 
, . 
The. parts of tcrEe ;)'OU' re very Sur.8 
Are t8.2-ce 8J:lc1 tock and taken; 
Yet bal{e is very vvrong 
As bake,book,b2ken~ 
1. Give tne title o:f this poena 
2. viJho is the poet? 
3. How do we l:n.ow? 
Question 6b 
Through the house what busy joy, 
Just because the infant boy :ems a tiny t.ooth to shovf 
I have got~ a double row all an y{hi te snd as sLlall 
1.~ve the title of t:r.d.s ~oeL1 • 
2.Give i)the synonyw of joy. 
ii)the ~tonyn of joy. 
3 .. Give 3 cODpe..:risons found in this poem. 
GRA}TI) TOTAL 100 ' 
/20/ 
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!!'!!: 8 1IAftXS; .100 
-....--
--mtGLISH 'TBSr: 
gyESTION: 1 
COIIPDHDSIOIf :-
M !'be leopard U.ook.the leopard. There IOn the rock below!" 
JiIIl shot the words ~-wi.thnexcitelaeftt;aDdtrue enc~"r~-t;ba.l.~..-.tbe 
long ,spotted body was crouched on a flat rock just below the baboons.He was broadside to 
us.with his forequaters slightly raised and his face turned towards the baboons .Vith~ 
opened mouth he snarled savagely at the advancing line and,wi~ right pB" raised,he llade 
.. ±brea:tenj ng .. dabs. :in. their direction.Hia 18ft paw pinned .. ~ ~e boqJ of, a bab<xm. 
The voices frail the IIOWltain boomed louder- eml ~ os .. clatteriDg' and scrt!UIbl1Dg dam til, 
face ,ca.e JDOre and lIlOI"e banoons.There must have been hundreds of tbea;tbe seaicircle gl'eW 
;bicker and blacker.more and more threettening.e¥r eloaer.The ~ lMised hi_elf.a UttJe 
more,taking &Wif't looks f'rotII side to side across the advancing front;then bis ne~ went.and 
with one jump he shot :from the rock into the bush • 
. 7heN was an instant forward rush of the half lIlOOn,and the rock was d6vered with roaring 
~.~P¥eZ'n their re8Cl.led cosarade.AIIoatent later the crowd serallbled up the slope 
:)'l~,taJdng the leopard's victiDl wi'ththem In tbat soetb.iAg rabble I could:_!?~~~~t,notbitl 
.. '- --"~-"'r"~ __ ' 
but all the Africans waain~~.tAAt {~~ could see the mauled 0Da ~ aloDg b;J iJ:IJers 
. -
by two others,much as a chld ~~1? Qe helped uPhill. 
:'.~e.t_ ;:'>;:,iU,-!:." (Adapted from "Jock of the Bushveld) 
, QUESTJONS: ; 
A~ ,~:"did;~e',;leo~,~~. ~a~i.~ ~~_.~~? 
ti) How did the l~ escape? . 
• '. t ~ . - . .,1 <L. '- • '. • • 
D)WIlO was. ~efu:s.t.to sec:: ~ ,~eopmy7" ~'t. '. j'; ! '."'''' ;"" 
,E)~O ~ould not se~ what happened ~ter tho .l~~ ~ f'l!d?'" '. 
F) Who was exactly what happened o£ter the leopard had :fled? 
.(}) In.wb~t ~ti~ w~.th~ bob(}()llSDK>y.iOOl'!wtlenJ~e:~1,~,_f'~t7~;t~.~!'~lJ!~;" 
i") ~ .. fk> ~e.know timt there, were~. than ten ~~: , . r' :l' 
I~ ~ w~.:~e>b~ SCi ~y? ,,"'~'."'" .' ~"". . .. 
.1) ~re was .. ~~ leopard ~en first fJ~n P7 ~eJ~eop~~?,., 
'QUBSTION:2' 
.; ·4~ . it,. -." •• i . ... 1:; 4:_: . :; z. .;.:!" _.:~ ~.. :;... ~ 
CW\RGE""1'HE 'FOLLOWING SENTENCES ·nr.ro;THE PRESENT OR,PAST"CON'1'DIUOUSftJlSlU ;.; ;; '" " 
i. "!'he 10Dg2 ~"8petted'"bOOy was crouched''<Jn a,trlat·.rocl(just'belOlit·1:he-b6bdcU. ".0 ,.-
,.' 
ii.1he:voices f'roaI the·llOUI1tain.bocii'louder~·ai'ld nearer. ,.'.C .. ,,' ~"";.·.',.1, .;::" . ,,i'., . . ' ;',.' 
iii.The leop8rd . raised hiilself"8 ;·little '1IOre.takt ng l!nir1f'tl.ooks tro.''Sioo toiddfJ. L.,; 
iy. M aoaaent later the crowdSCI"allbles up the SiOpe again. 
• •••••• 2 
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QUKSTION:3 
llEGlN THE FOLLOWING SENTENCES WITH THE UNDERLIHED WORDS:-
1. Zul.u kille<! the snake. 
2. The teacher chooses the train. 
3. IfoIDSa is ironi.ng THE DRESS. 
4. Gale has washed the dishes. 
5. I shall built the wall. 
6. ELECTRICITY l>RIVES THE TRAIN. 
7. The wind blew the trees. 
88. The workmen are digging A trench. 
9. The whole class will read the book. 
lO.JIosidi. cl.eared the table. 
~TJESTION: 4 
i) 
1. Close the door, he told me. 
2. stand tirm", the captain COllll8!lded his 1Mm .•. 
3. Do the work,he ordered them. 
4. Do not l.eave lie behind,he begged us. 
5. Post the letter for me.dbe.BSked.J)ermis~. 
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COMFORT HERSELF BY GERALDINE KAYE 
1:. Name two things that were done in Penfold and were new to Comfort (4) 
2. Describe the building of the school in Penfold as defined by Geraldine Kaye (4) 
3. State things that were done by children after school to show that they were 
happy (2) 
4. Give the meaning of the following words:-
a) Stare-
b) Rector 
c) Kitten 
d) Murmured 
e) Shyness (1 x 5) = 5 
.,). WWb'.) '.~ ".10. i'" en .-a .... +-"'Y:' p ~ (2) 
5. Who is the main ehacter in this book? 
-6. Why do you say he/she is the main ehacter ? (2) 
7. What lesson do you learn from this book? (1) 
/20/ 
Date: 
APPENDIX B. TEST L. 
OPSOMMiNG VAN TOETSE, EKSAMENS EN Mt~ MORANDA 
SUMMARY OF TESTS, EXAMINATIONS AND Mt. VlORANDA 
(Heg relevante atskrifte aan) 
(Attach relevant Copies) 
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APPENPIX B. TEST L2-TYPED VERSION 
APPENDIX B TEST L2-TYPED VERSION 
STD. Eight English 
CUMULATIVE REVISION TEST 
(Prescribed book) - Comfort herself 
1. Explain fully how Margaret died (chapter 1) . 
2. Discuss all that Comfort did after that incidence till 
she arrived at Bell- ... {illegible} (chapter 1). 
3. Give a clear picture of their flat at Bellplace (chapter 
1) . 
4. Give the condition of that flat. 
5. Write important incidence at Iyyside court (chapter 2) . 
6. Discuss all incidence in Penfold (chapter 3). 
7. Discuss the families in Penfold and their conditions, 
i.e. Bartons, Davis & Watkins. 
8. Discuss Comfort's stay at Hillside Estate till her 
departure with aunt Ata. 
9. Discuss her journey with aunt Ata to ... [illegibleJ . 
10. Give all the family members living in the compound with 
grand mother. 
[ (10x10)= 100J 
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•• 
;J.. Ie '/) l (;)) 
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USED BY TEACHERS RESEARCHED IN THE STUDY¢ 
ENGLISH & AFRIKAANS DISTRIBUTION OF MARKS., 
.. -
Std 6,7 & a 
ESSAY TOTAL=: 50 Marks 
Language 10 
Spelling 10 
Pwlctuation 10 
Content 20 
~-, LETTER ( , TOT AL= 50 Marks 
Address 5 
Salutation 3 
" 
. . . . ,. '. . . 
Body 40 
Conclusion 2 : 
I 
, 
Std 9 70 Marks (ESSAY) i 
i 
i 
l.""n .... ·"''''e 10 i, 
i ' 
Spelling 10 i' i' 
Punctuation 10 I' !! 
Content 40 ii I' 
I 
\i 
I 
LETTER (30 Marlili) 
, 
: 
! 
I! I Address 5 i 
i, 
Salutatjon 3 I: 
Body 20 \' 
i, 
Conclusion 2 Ii I 
, 
i 
i 
i 
I 
I 
i 
I 
Ii 
I 
\ 
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MARKING GRID APPLIED UNDER CA to L2 TESTING 
• 
'~--~------~---A--~l---B----~--c--.~--o--~I----E--~I---F--~I---c--~I--H--
Composition 
20-16 
S-1 
Depth: JU~tlncc; 
knowle<tC_ 
.1_ impreuive 
lnteres:tt ori;lnality; / 
ias!lhc ..:r~/fTh,,1 . 
Coherence; nuency 
. 
SIn/crure; 
°rtaoJ.sadon 
Pan,npbl:J, 
.l:JtroduettoD 8( 
.I coilt!u$loc . 
-topicS , ' ' 
-unity ........ " ' 
VOCABtJl.ARy 
rive:ting 
-tN°, .«1>-> 
irr:preuive I 
obvious 
obvious 
intelligent 
slQllful 
strii::in~ 
16·13 
7·6 
IS-14 13·12 IHO I 
1~ , ,. 
12·11 
S 
c:lw& 
fluent 
'preRnt 
well 
oll:1nised 
some I 
subsranc: 
inte~tir., 
re y"u. 
10 
S-4 
quite 
coherc.'1: • 
some 
marke:t 
main ic!QS 
sland out 
/. 
adequue 
some I lapses 
few 
marlcen 
si,ns or 
~uenein, 
/' 
i!lsubst:lmiaj 
preC!c:~bte 
lbo~ 
7-6 
3 
some 
confusion 
, nomulce!'] 
, loosely 
/ or,anised 
,ocxf se.,siblc" some " . unhelpful 
12·11 
S 
10 
Sool 
control 
7·6 
3 
7-6 
3·2 
thin 
confusin, 
no m.a.rlcers 
disollWsec! 
faulty; 
Ulogical 
S 
2 
I 
shallow c:npty 
I void ~-
no marl:::s I wron, 
nu:lcen 
4·3 
2·1 
!itt!~ 
to ' 
orpnise ~ 
\ 
2·0 
1-0 
/ .! 
. Raale(depthr aptness; lve:age w~ poor • oothin, ~ 
~$o~p~h~~k~a~~o~n~'~ ____ ~ ______ ~ ________ ~ ______ -+""' ____ ~~ ______ -+ ________ ~ ______ -r~th~e~r~e~~ 
very good disma.! 
Rt~lstcr.,. spot on appropriate I acccpub!c I SOr:1e lapses I inappropriate -unacceptable no idet II' --i> .• 
all ! ~w-~-r-d~r.-o-nn""------~+---b-U-!d-~-S--1----nU--no-r~·---r-(,-ew--e-~-n--+-so--m-e-e-~~n~I.-~---r-c-on-u~o-I-+-e-v-en--wo--rse--+--~-'~'~'-J=---,rl~----~~ 
lapsels l 
LA.'iCUAGE USE 
Sententt: Sfnlcture variety used 
effcctively 
"uiery 
used weU 
some 
comple~. 
uSed wei!. 
simple, ' 
wedwc.ll: 
no complal 
, f1ulty 
a 
several major no idet ~ " 
errors errors ~ 
complex 
Errors virtu:1lly 
error iree 
few 
serious, 
errors 
s.:-mc e~n 
b.lt me:ll1in: 
'leu 
several 
errors 
froqu::1t 
errors; 
meaning 
a{fer::lt!d 
dominated 
byemm; 
manin, 
obscured 
emrl 
render It 
meaningless 
1. 
but me:tning 
O.K. 
Eacn pfece of wrftlng Is gIven four m.rks - one !!eh for content, organisation, yot;abulary anct .hnguage use, 
wit/) maximums of 20, 15 Hi and 18 respectively for the composftlon and 8, ,7, 7 and 8 for the letter or other 
tas~. 
\ 2. It 1$ not possible to pay full attention to both oontent and expression at the same time. E4C1! pillee of 
writing must therefore be read twice holistically and quite rapidly both tlil1es. 
J. After the first ·readlng give marks for content and organisation !r.d after the second reading for voubula r ; 
andJangu~ge use. Write these marks top right on the first pase of ea~h section and transfer the total to 
the frontcoYtr. 
4; l'Iar<er responsu to 
cOrrmon use such as 
50 Oil. 
key features of, -WritIng under all (.;:urheaalngs should be shown In red usfng_symbols iro 
a tlcl( for approval, a question mark for puulement and t for' an error of language anC 
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SAMPLE OF MARKED SQRIel 
, .2J ~ o}- - <11 _ 
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-
SAMPLE OF MARKED SCRIP] 
/ h 0-. r; /<-1 c- '-'C/ 
1'1 C ~ f/ <:: 01 I q s-f 
::s 4 ? -f~?,-\uj,,-k,.,.,- ~! ,'C" c t 
r~ \ -e '/.: c ........ /( c/- I "e_ 
0r S >- --./ 
;;" S- 1'/--'. c?-.., ~ k f <7 '-:r 7 
~ s~ fh. e V-./eek q-:;>lf 
$" f ,£ ~ -t l--, ,co r'l--u?' /L eo "-J '~>------~ '- ./ l. 
u~r~k;,., oJ ~ /' I?t. e VU .p~k_ . 
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~AMPLE OF MARKED SCRIPT 
...... __ $<."" (' liD -Co' tb 
.. ____ . __ aeS~(~~ \ 
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.§AMPLE OF MARKED SCRIPT 
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APPENDIX H 
RHODES UNIVERSITY - ARTS FACULTY 
RESEARCH PROJECT COMPONENT (ELT) 
RESEARCHER - J. SSEMAKALU 
QUESTIONNAIRE/SCHEDULE FOR GRADE TEN ENGLISH LANGUAGE 
TEACHERS 
SECTION r. . .. "~ 
-. 
Part of the M.A. course III English Language Teaching (ELT) offered by Rhodes 
University (Grahamstown) requires that students conduct a mini-research project in an 
area of their choice. The classroom practitioner's uncertainities regarding practical issues 
in communicative language test~ng have inspired me to focus my research on: "a case 
study of the implementation of the Communicative Approach to testing, in language 
progress tests in one secondary school in the Alexandria circuit of the Eastern cape 
F 
Department of Education." It is hoped that the findings of the study will be of at least 
some modest benefit, not only in lowering the anxieties of teachers but also providing 
a practical guide to facilitators and subject advisers in planning appropriate 
empowerment or development courses for their teachers. Your co-operation in 
completing this questionnaire in highly appreciated and your contribution invaluable. 
SECTION II. 
INSTRUCTIONS: 
1. You don't need to write your name on the questionnaire; the 
information provided will be used anonymously and strictly 
confidentially. 
2. Please answer all questions. 
3. Please write your answers in the spaces provided. 
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SECTION III 
SECTION III A. GENERAL Il~FORtvlA TION 
1. Sex .......................... . 
2. Highest qualification in English: (e.g. S.T.D.,P.T.D.,P.T.C.,English I, II, 
III, Practical English, Special English etc.) 
3. Number of years of teaching experience: ....................... . 
4. Number of years of experience in teaching English: ............ . 
5. Fill in information about your teaching subjects and load 
subjects offered grade groups total no. of pupils weekly load 
6. What other standard have you taught English in the past?: ......... . 
SECTION III B - TEACHING MATERIALS 
Please fill in only where applicable. Leave blank where not applicable. 
1'59 
What prescribed and reference books do you use to teaching 
of English? (Give titles only). 
the following comp~ts 
- \ 
\ 
1. Grammar: 
(i) 
(ii) 
(iii) 
................................................................ 
~-------------------------------
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other materials: 
2. Novels and/or Plays: 
(i) 
(ii) ................................................................ 
Or -.j.. ~.-
-. 
(iii) 
other materials: 
3. Poetry: 
(i) 
(ii) 
(iii) 
other materials: 
APPENDIX I. 
RHODES UNIVERSITY - ARTS FACULTY 
M.A. (E.L.T.) RESEARCH PROJECT COMPONENT 
RESEARCHER J. SSEMAKALY 
LIST OF OFFICIAL DOCUMENTS EXAMINED ANALYZED IN THIS STUDY 
1. The Interim Core Syllabus English Second Language: 
Higher, Standard and Lower Grade. Implemented January 1996. 
2. The Guideline Document for Communicative Language Teaching: 
Teachers' Guide. . 
-. 
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RHODES UNIVERSITY - ARTS FACULTY 
M.A (E.L.T.) RESEARCH PROJECT COMPONENT 
RESEARCHER J. SSEMAKALU 
INTERVIEW GUIDE SCHEDULE WITH SUBJECT ADVISER - ENGLISH. 
The following questions will serve only serve as a guide 
schedule. The questions will remain as open-ended as possible and 
the order in which they will be asked will be determined by field 
circumstances. 
1 Would you please like to provide me wi~h information about 
.. .. .. " : ~ ":'" 
2. 
your academic qualifications? 
Would you also volunteer 
professional qualifications? 
... 
information about your 
3. How long have you served as a subject adviser - English? 
4. In what capacity or capacities did you serve before you 
became a subject adviser? 
5. What do you consider to be the most important factor which 
influenced yo~r appointment as a subject adviser? 
6. What formgl procedures are followed in the appointment of 
a subject adviser? 
7. What is the job description of the subject adviser? 
8. How did you get yourself acquainted with the demands of 
your new appointment? 
9. How many schools fall under your supervision? 
10. How long does it take you to cover all the schools under 
your service area? 
11. What language areas have you focused on in your programmes 
in the last few or so years? 
12. What classes have you been mainly concerned with? 
13. What is the attitude of your teachers with relation to the 
Communicative Approach to testing? 
14. What other facilitator programs are servicing your area? 
15. To what extent is your work as a subject adviser related to 
that of other facilitator programs? 
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The following questions will serve only serve as a guide 
schedule. The questions will remain as open-ended as possible and 
the order in which they will be asked will be determined by field 
circumstances. 
1 Would you please like to provide me wi~h information about 
2. 
your academic qualifications? 
Would you also volunteer 
professional qualifications? 
.. -.... ~.""" 
.~ 
information about your 
3. How long have you served as a subject adviser - English? 
4. In what capacity or capacities did you serve before you 
became a subject adyiser? 
5. What do you consider to be the most important factor which 
influenced your appointment as a subject adviser? 
6. What formal procedures are followed in the appointment of 
a subject adviser? 
7. What is the job description of the subject adviser? 
8. How did you get yourself acquainted with the demands of 
your new appointment? 
9. How many schools fall under your supervision? 
10. How long does it take you to cover all the schools under 
your service area? 
11. What language areas have you focused on in your programmes 
in the last few or so years? 
12. What classes have you been mainly concerned with? 
13. What is the attitude of your teachers with relation to the 
Communicative Approach to testing? 
14. What other facilitator programs are servicing your area? 
15. To what extent is your work as a subject adviser related to 
that of other facilitator programs? 
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The following questions will serve only serve as a guide 
schedule. The questions will remain as open-ended as possible and 
the order in which they will be asked will be determined by field 
circumstances. 
1 Would you please like to provide me~w~th information about 
2. 
your academic qualifications? 
Would you also volunteer 
professional qualifications? 
~ 
information about your 
3.- How long have you served as a subject adviser - English? 
4. In what capacity or capacities did you serve before you 
became a subject adviser? 
5. What do you consider to be the most important factor which 
influenced your appointment as a subject adviser? 
6. What formal procedures are followed in the appointment of 
a subject adviser? 
7. What is the job description of the subject adviser? 
8. How did you get yourself acquainted with the demands of 
your new appointment? 
9. How many schools fall under your supervision? 
10. How long does it take you to cover all the schools under 
your service area? 
11. What language areas have you focused on in your programmes 
in the last few or so years? 
12. What classes have you been mainly concerned with? 
13. What is the attitude of your teachers with relation to the 
Communicative Approach to testing? 
14. What other facilitator programs are servicing your area? 
15. To what extent is your work as a subject adviser related to 
that of other facilitator programs? 
1.65: 
APPENDIX K. 
RHODES UNIVERSITY - ARTS FACULTY 
M.A (E.L. T) RESEARCH PROJECT COMPONENT 
RESEARCHER: J. SSEMAKALU 
INTERVIKW GUIDE SCHEDULE \VITH GRADE TEN TEACHERS 
The following questions will serve only as a guide schedule. The questions will remain 
as open as possible, and the order will be determined by field circumstances. The points 
enclosed in brackets are for the benefit of the interviewer, to help him where need be, 
... .... ~ :' ;""' 
to refonnulate questions, fornmlate probing questions, and maintain the thread of the 
interview. 
1. How do you evaluate your pupils' progress? 
2. How regularly do you give a progress test? 
3. Do you do any continuous evaluation? 
4. If the answer in No.2 is yes - What kinds of continuous evaluation do you use? 
(e.g. assessment of oral communication, listening, and reading skills; assessment 
of pair and small group projects/ assignments). 
5. How regularly do you do continuous evaluation? 
6. Which of the following official Departmental documents have you read: 
(a) The English Second Language Syllabus implemented in 1996, 
(b) The Guidelines on the Communicative Language Teaching approach, 
(c) The Department of Education and Culture Circular No. 57/95 and the 
guideline document on continuous evaluation. 
Do you find each of the above mentioned documents you have read clear and 
easy to understand? In what ways,ifany, do you find them useful in as 
far as the Communicative Approach to language testing is concerned? 
7. After some time working as a language teacher now, how do you feel about the 
quality of the pre-service training you received in communicative language 
evaluation? 
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8. What empowerment in-service programmes on Communicative Language Testing, 
if any, have you been involved in this year (e.g. subject committee and 
departmental discussions, in-service courses by subject advisers and/or 
facilitators?) 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
To what extent, if any, do you think communicative language evaluation issues are 
addressed by the in-service programmes mentioned in and 7 ? 
\Vhat guidelines do you use in constructing tests for your pupils, (e.g. past papers, 
the work covered previously, the skills to be tested etc?) 
How do you find the task of allocating marks to questions? 
What criteria do you follow in determining the duration of tests? 
What would you say about the way pupils use the time allocated them in the test? 
What do you do with the scores of language progress tests? 
-~ 
From the point of view of the pupil and the teacher, what is your general opinion 
about language progress testing? 
What general comment would you make about the applicability of the CA to 
language testing to your working conditions? 
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Out of all the eleven (11) samples of questin papers examined in this 
study, the following were the only assey and short piece of writing 
topics in which the pupils could deal with language at discourse level. 
All of them come from only two question paper: test 2 (app.B), and 
test 4 (app. B). 
The list runs as follows: 
Write and assey of about 1 page on one of the following topics. 
( a ) 
(b) 
( c) 
(d) 
(e) 
(f) 
Life in the city. 
My favourite sport. 
Fooled by a friend 
The day everything went wrong 
A woman's place is in the kitchen and a man's in the garden. Agree 
or disagree. 
Write the minutes of a formal meeting which was held at .•. Hall 
on the 29 th August 1996. 
SHORT PIECE OF WRITING 
(1) Write a letter to your brother or sister who is spending a few 
weeks with friends. Give him or her all the home news. 
(2) Write to a friend describing your brother's or sister's birthday. 
(3) Write to the police ,give full details of the accident you have 
witnessed. 
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